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ABSTRACT 
In this study, I analyzed three important documents to principals in Hillsborough County Public 
Schools (HCPS) in Florida for the presence of deficit and asset-based discourse. I chose the 
documents for this study because of their impact on my practice as a Principal in HCPS. The first 
document is the template for the school improvement plan (SIP) required of all schools in 
Florida who fall under the Differentiated Accountability (DA) status in Florida. The second 
document is the HCPS principal evaluation rubric used to evaluate principal practice in the 
district. The third document is the HCPS Tell teacher perception inventory used to drive 
principal practice, district attitudes around principal practice, as well as principal evaluation. To 
conduct this study, I conducted a discourse analysis using techniques inspired by Huckin. The 
analysis of each document included an examination of the whole document, in sentences, as well 
as individual words and phrases to identify the existence of deficit and asset-based discourse. 
Literature reviewed for this study established the harmful nature of deficit discourse around 
schools. Therefore, an examination of key documents governing the practice of school principals 
in HCPS for deficit discourse is significant. My emic, auto-ethnic biographical viewpoint is key 
to informing the recommendations based on the discourse analysis of the key documents.  
The discourse analysis of the selected documents yielded three major findings. First, the 
findings of the research showed the documents relied heavily on the deficit narrative around the 
leader as a “problem solver” that meets a “need” and/ or “fixes” something that is “broken.” 
Two, each document contains conflicting discourses where both deficit and asset based language 
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was used to define similar behavior. For example, the HCPS principal evaluation rubric rates 
principals as “accomplished” and/or “exemplary” based on discourse that includes both deficit 
and asset-based discourse in the same domain. Finally, my own emic reflection during the study 
reflected how the practical, everyday application of the documents in my practice reflects deficit 
thinking even with the presence of asset-based discourse in each document. For example, the 
HCPS teacher perception inventory rates teacher perception from primarily an asset-based lens 
however virtually all of the coaching around the survey results is based on low ratings or areas of 
teacher dissatisfaction. This practice must change through creating templates and protocols that 
include asset-based discourse and thinking, training of principals around asset-based approaches 
to leadership, and a renewed commitment of principals like myself who do know the power of 
asset-based thinking to apply it in our own practices.
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CHAPTER ONE 
INTRODUCTION 
The discourse used in the governance of school leadership practice often contains both 
deficit based and asset-based language (Valencia, 2010).  Language around a deficit-based 
mindset focuses on obstacles, limitations, and the needs of stakeholders (Barret, 2005).  An 
asset-based mindset focuses on what an organization does well and includes leveraging strengths 
in order to make ideal scenarios a reality (Cooperider, 2005).  For this study, I examined local 
school district policy documents and measurement tools around the governance of school 
leadership practice for evidence of deficit based or asset-based language. 
Today no greater challenge faces our society than improving the educational 
opportunities for millions of young people trapped in low-performing schools.  Many school 
districts, including Hillsborough County Public Schools (HCPS) where I serve, have embarked 
on extensive turnaround efforts with an emphasis on targeting specific schools for more 
immersive support. I joined the turnaround school initiative in HCPS in the summer of 2015. The 
first step was taking classes at a university around turnaround school leadership and then by 
serving as a principal at a turnaround school. Unfortunately, many principals have a 
disinclination to serve in a school that is predominantly low-SES and with low achieving 
students of color (Valencia, 2015, p. 183).  This is the case for a myriad of reasons. Smarick 
(2010) stated, “The history of urban education tells us emphatically that turnarounds are not a 
reliable strategy for improving our very worst schools” (p. 12). Turnaround school efforts are 
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further exasperated by narrow, deficit based analysis of school conditions that do not take into 
account broader societal and structural factors potentially keeping a school from reaching full 
potential (Valencia, 2010).  
Deficit thinking in schools has been framed as a “prevailing thinking in school reform 
suggesting that such efforts often fail because of educators’ unwillingness to examine the root 
causes of underachievement and of failure among students from low-income and racially or 
ethnically diverse backgrounds and because of their tendency to locate the problem within 
students, families, and communities” (Garcia & Guerra, 2003, p. 150).  The origins of deficit 
thinking in the United States can  be traced as far back as the Pilgrims of the 1600’s and has 
historically rested on the dominant, conventionally scholarly and ideological climates of the time 
(Valencia, 1997 p.10) . This includes the use of deficit language in every day school discourse 
among virtually all stakeholders and often around student of color and poverty (Valencia, 2010).  
Stein (2004) speaks of the exploration of daily work of schooling illustrates how students are 
marked and language is deployed in a manner that reinforces deficit thinking namely in her 
“culture of policy” (p.86).  
I have served as both an assistant principal and principal in HCPS in both high and low 
performing schools. My training provided by HCPS around the mindset of leaders has been 
extensive. However, deficit thinking has dominated my experiences in school leadership. I see 
and hear it in my every day discussions and expectations from supervisors. For this research, I 
decided to explore critically important documents that govern my principal practice: the State of 
Florida School Improvement Plan Template, the HCPS Principal Evaluation Rubric, and the 
HCPS Tell Teacher Perception Inventory Survey. I examined the documents for the presence of 
deficit verses asset-based discourse.  
3 
 
In the summer of 2016, my school accountability chair and I attempted to complete a 
school improvement plan from an asset-based, appreciative perspective based on the training 
around appreciative school leadership I took over the course of the previous year. At the point 
the process called for filling out the school improvement template, my SAC chair, the staff 
member at a school charged with leading the school improvement process at a site, literally 
stopped when she exclaimed, “I can’t complete this template.” Why? We had answered 
questions the state was not even asking. I had returned to the school that summer determined to 
apply my coursework around appreciative school leadership and to embed appreciative thinking 
and discourse into my practice. I engaged my school improvement team in creating a school 
improvement plan from a position of strength. This proved to be difficult because the state 
template focused almost exclusively on the school’s deficits. 
My Story 
 I grew up in a family of educators. Both my parents retired as teachers from HCPS after 
long and distinguished careers. It is impossible to tell my story as an educator without telling 
their story. I remember countless nights at the dinner table listening to my parents talk about 
their practice. It was overwhelmingly positive. They were secure in their impact on students as 
well as their stature with fellow educators. There was infrequent murmuring about certain 
policies or specific administrative moves but the message was overwhelmingly positive.  
When I started my teaching career, I experienced a wide range of views on the 
profession. My first year of teaching I served on a teaching team with three other veteran 
teachers with each over 25 years of experience. For two of my colleagues, their daily testimony 
around teaching reflected a positive viewpoint. They were constantly focusing on how their 
lessons were successful, what parts of school they enjoyed, and how we could replicate successes 
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in all areas of our team. For my other colleague, the view was usually negative. The focus was 
on how students were not performing, what the school was not doing to help, and how the 
district was exasperating the problem. As I moved from the classroom to administration, I 
actually saw this ratio move in the other direction. The vast majority of context spoken about 
students, schools, districts, and communities was negative. Speaking in “glass half empty” terms 
was almost the social currency of discourse. A positive outlook focusing on what was going well 
in a given context was the exception and not the rule. Through all of it, I wanted to be the 
educator, like my parents, who saw the positivity and purpose in their work and practice. 
 My formal journey in grappling with the impact of deficit verses asset-based discourse 
began in the summer of 2015 while serving as the Principal of Walker Middle Magnet School. I 
joined cadre 1 of a partnership program between the University of South Florida (USF) and 
Hillsborough County Public Schools (HCPS) focusing on turnaround school leadership. The 
course work in the summer of 2015 focused on the overarching theme that schools in need of 
turnaround often suffer from narratives centered around what students and communities can’t, 
won’t, or don’t do.  
The school I was serving at during the summer of 2015, while not a traditional 
turnaround setting, did possess some unique features that aligned to the deficit thinking 
addressed in the program coursework. Walker Middle Magnet School is an authorized Middle 
Years Program of the International Baccalaureate Organization located in northwest 
Hillsborough County in Odessa, Florida. The student enrollment is approximately 950 students 
from neighborhoods all over the northwest area of the county. The school is a “reverse magnet”. 
The school has no attendance boundary. All families wanting to send their student to Walker 
must apply through the district choice office. A lottery takes place several times in the spring of 
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each year to decide which students get an offer to attend the school. Approximately 1000 
families make application for 340 6th grade seats each spring. All magnet schools center on a 
themed curriculum implemented for students of diverse backgrounds. In HCPS, virtually all 
magnet schools are located in historically high minority areas with a charge to recruit student 
from more affluent and non-minority areas. Walker is the “reverse”. It is located in a majority 
white, affluent area and the magnet charge is to recruit students from more minority areas to 
attend the school that offers the International Baccalaureate curriculum.  
The coursework from the summer of 2015 gave context to a narrative that had bothered 
me since the early days of my Walker “reverse magnet” experience. Students from lower income 
and racialized minority areas of the district bused to Walker in order for us to meet the diversity 
expectations of a magnet school. The district busing system made magnet diversity possible 
through and elaborate system of transfer ramps that enabled students to get on a bus in their 
neighborhood and then transfer to a bus at the “ramp” taking them to their magnet school. Many 
staff, students, and parents referred to this group as “ramp kids.” The term had a negative 
connotation. It often meant in real (yet not explicitly spoken) terms as the “kids who make life 
more difficult.” I was not comfortable with this discourse. I referred to these students as those 
students who make the greatest sacrifice by coming the furthest difference to take advantage of 
all that Walker has to offer. The second course our cadre took in the summer of 2015 was 
Appreciative Inquiry (AI). The Appreciative Inquiry approach has come out of the business 
world and into education as a tool to build capacity by asking the right questions about what is 
right about an organization. (Barrett, Fry 2008). The AI approach centers on shared decision 
making that is rooted in taking organizational assets and using them to make the collective 
dreams of all stakeholders in an organization a reality. My thinking on school leadership changed 
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to focus on a new leadership mindset that centered on what members of an organization “can 
do.”  
I was determined to start the 2015-2016 school year by introducing AI to my 
administrative team. We conducted our late summer planning using the AI model. We planned 
our focus on the year around areas of the previous year’s perception inventories that were 
positive and not negative. We committed to approach our planning from a position of strength. 
The results were very interesting. One, the appreciative approach to leadership resulted in new 
techniques and strategies not possible using traditional planning methods. Two, at the end of 
2015-2016, the positive perception of administrative leadership at the school had increased based 
on data collected from teachers, students, and parents. Finally, the results informed my principal 
evaluation and my ratings went up from the previous year. 
At the beginning of the 2016-2017 school year, my School Advisory Committee (SAC) 
chair and I worked with a team of stakeholders to draft our school improvement plan (SIP) using 
Appreciative Inquiry.  The final step in the process was to translate the work into the state of 
Florida online template for capturing school SIP data.  I remember my SAC chair stating, “I 
can’t add our plan. I do not know what to write. The template is asking for ‘obstacles’ and all we 
talked about were strengths.”  During the 2016-2017 school year, our school leadership team 
started to look at other school-based documents to apply appreciative thinking. We created a new 
classroom walkthrough document focusing on strength and changed protocols around reflecting 
on perception survey data to include looking first at the positive rather the negative. I would now 
attend district leadership meetings and think of ways to make the setting more appreciative in 
focus and scope.  
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I accepted the opportunity to become the Principal at Sligh Middle Magnet School in 
HCPS to start the 2018-2019 school year. Sligh fit the turnaround school profile at the center of 
my university course work. It was a Title 1 school comprised of mostly students from 
underserved communities in the state Differentiated Accountability system due to receiving “D” 
grades on state assessment two years in a row. It proved to be a starting over point for my 
application of Appreciative discourse and thinking in my practice. First, the demands and 
pressures of the job proved greater than at Walker. Second, the staff and students had little to no 
exposure to asset-based practices of leadership. Finally, the transition to a setting with pressure 
to perform from the state on an exponentially greater level proved more personally taxing. It was 
turning out from my own experience that a setting that could benefit most from asset-based 
leadership might be the tougher environment for application in daily practice.  
These days of truly looking into all leadership practices proved to be a seminal moment 
for me.  Are the systems in place at the state and local school district level actually reinforcing 
the very deficit discourse that a growing body of research indicates is having a negative impact 
on schools?  How much harder might it be to lead with an appreciative focus when the 
conditions are more challenging? The impetus of this study is the pursuit of answers to these 
questions. 
Statement of the Problem 
 
Deficit discourse is pervasive in schools and in school districts inherently organized 
around deficit discourse (Valencia, 2010).  It has been traditionally assumed that the only way to 
“solve a problem” in schools is to find out what is “broken” and “fix it.” The expectations placed 
on principals by state policy and local school district accountability structures define the context 
of school leadership.  In order to “fix” “broken” educational systems, policy makers and district 
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leaders create school improvement plans, evaluation rubrics, and stakeholder perception 
inventories.  These tools measure traditional notions of “problem solving” and/or “identifying 
obstacles.”   
There are alternative approaches to leadership and change rooted in positive psychology 
and more asset-based thinking. Appreciative Inquiry (AI) is one model that focuses on what is 
working over what is a “problem” or in “need” of attention or “broken” in order to produce 
meaningful change. AI is the key approach to leadership researched and applied in this study. 
Whether such systems of accountability are constructed using deficit discourse or asset-
based discourse matters.  There is a need for all stakeholders in a school to believe, in discourse 
and action, that all students can be successful in order for the aims of reform and actions of 
school leaders to align (Lenhoff & Ulmer, 2016).  If deficit based leadership has an adverse 
effect on schools, then the processes that support and evaluate school principals should 
necessarily limit deficit discourse. 
Purpose of the Study 
The purpose of this dissertation was to examine key state and local school district policy 
documents and measurement tools for evidence of deficit or asset-based discourse about school 
leadership.  The following research questions guided the study: 
1. In what ways are deficit and asset-based discourses present in the following key local 
school district policy documents? 
 School improvement templates? 
 Principal evaluation rubrics? 
 Teacher perception surveys around school leadership practice? 
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2. In what ways might deficit and asset-based discourses in the selected policy documents 
inform experiences of school principals? 
Conceptual Framework - Appreciative Inquiry & Organization 
It is important to provide an overview of Appreciative Inquiry.  AI is a five-step process 
purposed to make the ideal working environment a reality in any organization (Cooperider, 
2005).  The process begins with defining a focus.  It requires the framing of an issue related to an 
organization in an aspirational manner.  The next step is to discover the strengths of the 
organization as they pertain to the defining focus.  It is what the organization does well.  The 
discovery phase leads to dreaming.  It is where an organization frames the ideal environment as 
it pertains to the defining focus.  This phase sets the bar above the status quo and forces 
stakeholders to focus on what is possible.  The next phase is design where stakeholders take what 
they see as their strengths and begin to leverage those to making the ideal a reality.  It asks the 
question, how can we take what we are good at to begin making the ideal a reality?  The final 
step of Appreciative Inquiry is the destiny.  This step involves forming measureable goals the 
organization works toward making the ideal environment a reality (Cooperider, 2005).  
The AI process has a much longer history in the business world than in education.  More 
work done in international schools than in the United States.  In a case study from Norway, 
faculty reflection showed data showed how teachers were more excited about collaboration when 
conducted from an asset-based approach (Tschannen-Moran & Tschannen-Moran, 2011). 
In a London case study, a school moved to implementing school wide AI leadership principles 
once the techniques were applied more narrowly (Price, Scully, & Willoughby, 2007). In a case 
study from Lebanon, students’ reflection on AI showed how positive made them more connected 
to the schools (Shuayb, 2014).  In a case study in New Zealand, teachers testified to an increased 
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affinity for professional learning communities once they were designed using the principles of 
AI (Jansen, Cammock, & Conner, 2014). Finally, in a case study in Israel, debrief from the work 
showed how teachers felt it was imperative for school leaders to be engaged in the work of AI at 
a site for it to result in meaningful change (Schechter, 2015). Each of these studies show 
evidence of how the use of positive psychology in the school leadership has developed faster 
internationally while the work is United States’ schools is emerging. 
Research that explores asset-based school leadership is emerging, namely in the areas of 
Appreciative Inquiry (AI) and Appreciative Organization in Education (AOE) (Black, Burrello, 
& Mann, 2017).  At the heart of AOE, is the development of leaders who are not only relational 
but apply appreciative principles to their technical practice to include a focus on what is going 
right at a school and what unique positive contributions each stakeholders bring to the campus 
based on their personal story. It was foundational to my coursework starting in the summer of 
2015. The self-reflection and personal story telling nature of AOE as a function of the 
coursework showed how the principles of AI and AOE were mostly foreign to the group of 
accomplished principals selected to take the coursework. This speaks to the newness of the work. 
However, despite deep, embedded roots of deficit-based problem solving in education, literature 
reviewed for this study also points to the AI process as a useful strategy in challenging school 
districts.  Some of the school districts referenced in the literature review were in urban, 
historically low-achieving areas of the United States.  The idea of the AI process focus on 
strengths over deficits and on dreams over present realities had some generative impact in 
virtually every case reviewed.  
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Research Design 
This study is informed by perspectives on school change, perspectives on the concepts of 
deficit and asset-based approaches to school change, perspectives on discourse analysis, and 
perspectives on documents derived from policy as representations of power over schools and 
school leaders. 
Literature reviewed for this study on the subjects of deficit discourse and asset-based 
discourse in schools shows some evidence exists between asset-based change processes and 
positive results in schools.  The literature reviewed does not provide much evidence of 
exploration of how these dueling concepts, deficit verses asset-based discourses, represent in 
state and local school district policy documents and measurement tools. 
The study took place in a large, urban school district, Hillsborough County Public 
Schools (HCPS), in the state of Florida.  The data sources will be state-level and local school 
district documents.  Each school in HCPS falling into DA status is required to complete a school 
improvement plan as outlined by state policy.  In addition, HCPS created and implemented a 
new principal evaluation rubric in 2015.  HCPS also uses an anonymous teacher perception 
survey that informs the evaluation ratings of principals by their supervisors. 
Key state policy, evaluation, and support documents and protocols at the state level in 
Florida and Hillsborough County Public Schools (HCPS) were reviewed to determine if they 
reflect deficit-based discourse or asset-based discourse around school leadership and school 
improvement.  The documents examined are as follows: 
 2018-2019 State of Florida School Improvement Plan template 
 2017-2018 The District Principal Evaluation rubric  
 2017-2018 TELL Teacher Perception Inventory  
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The documents were analyzed using discourse analysis; a process defined as the analysis 
of language 'beyond the sentence'.  This contrasts with types of analysis more typical of modern 
linguistics, which are chiefly concerned with the study of grammar: the study of smaller bits of 
language, such as sounds (phonetics and phonology), parts of words (morphology), meaning 
(semantics), and the order of words in sentences (syntax). Discourse analysts study larger chunks 
of language as they flow together (Tannen, 2012).  Scholars working in the tradition of discourse 
analysis generally argue that (non-linguistic) social practice and linguistic practice constitute one 
another and focus on investigating how societal power relations are established and reinforced 
through language use (Fairclough, 1995). This is evident in the relationship between the state, 
local districts, and para-district consultants and site-based school leadership. Huckin (1997) 
inspired the discourse analysis techniques used in this study and feature both an analysis of the 
structure of the text, meaning of the text, and a reviewing of the text by sections and sentences.  
Discourse analysis can provide insight into how these documents are representations of 
school discourses around school change, school improvement, leadership practice, and power 
over schools in the state and HCPS.  Insights gained informed implications of deficit versus 
asset-based, appreciative discourse for expectations of leadership practice at the state and district 
level of school leadership. 
Summary of Chapters & Findings 
This chapter introduced an overview of the prevalence and problems associated with 
deficit verses asset-based or appreciative discourse in schools. It also included a conceptual 
framework and proposed research design to examine key school leadership documents and 
evaluation tools used by HCPS to exert power and influence over principals using deficit 
discourse and/or asset-based discourse in the text of the documents.  Chapter 2 focuses on a 
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review of literature in the areas of deficit discourse in schools and its effects on schools. The 
chapter also explores the impact of the emerging use of asset-based discourse and thinking in 
schools.    Chapter 3 describes the research design and theoretical framework, the history of the 
policy documents used for the study, the research methods used for this study, and how they 
inform studies on the use of discourse to make meaning and exert power.  
Chapter 4 details the findings from the discourse analysis of the State of Florida SIP 
template. First, evidence shown in this chapter shows data points needed for the plan are 
primarily rooted in deficit thinking by tracking percentages of students not present, suspended 
from school, failing classes, etc. Secondly, the SIP frames the socio-economic status of the 
school, i.e. Title 1, as a “problem” in “need” of “fixing.” This leads directly to the third finding; 
the template lacks space explicitly devoted to articulating a school’s strengths or a means to 
translate strength into action. The plan is about taking what is a “problem” and “fixing” the 
school. My reflections on my practice center around the renewed emphasis placed in the SIP at 
turnaround schools in 2019, the morale killing nature of completing the SIP at a turnaround 
school, and the need for principals like myself in turnaround schools to embed appreciative 
thinking into the SIP process.  
Chapter 5 details the findings and key reflections from the discourse analysis of the 
HCPS Principal Evaluation rubric. First, the rubric relies heavily on the deficit notion of the 
school leader as a “problem solver.” It also reflects notions of appreciative leadership. The 
discursive and contradictory nature of the Discourse found in the rubric reflect a tension between 
traditional (deficit based) and emerging (asset-based) views of school leadership. Secondly, the 
conflicting nature of the discourse gets more complicated as research drills down to sentences 
and words. Expectations are set up for a principal to have both a deficit and appreciative 
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approach in the same domain of the rubric. In essence, the rubric is expecting a principal to be 
both deficit and appreciative minded at the same time. Finally, the rubric drives virtually every 
aspect of my practice as a principal from expectations, to professional learning, to supervisor 
coaching, and ultimately to evaluation as well as performance pay. The rubric also validates 
ways of thinking about schools which research shows has a harmful effect on schools, deficit 
thinking. 
Chapter 6 details the findings and key reflections from the discourse analysis of the 
HCPS Tell Teacher Perception survey.  One, the survey questions stems are predominantly 
appreciative. Two, the survey does reinforce the school leader as “problem-solver” narrative. 
Finally, my reflection on experiences around the Tell Survey center around the district focus on 
low perception from stakeholders. The survey results are color-coded. Results shaded “green” 
are at or above district averages for level of agreement to the stem. Results in “red” are at or 
below district averages for level of agreement to the stem. The attention to the survey by district 
staff, namely principal supervisors, is almost exclusively on “red.”  
Chapter 7 focuses on a synthesized analysis of the three documents. One, as mentioned 
above, there is representation in all three documents around the leader as a “problem solver” that 
meets a “need” by “fixing” a “problem” narrative. Viewing a school as a “problem” to be “fixed” 
is dripping with deficit context. Asset-based discourse is present in each document but is not the 
dominant Discourse if you include the response to the document by school staff and the use of 
the document by principal supervisors. Secondly, the contradictory use of asset-based discourse 
alongside deficit-based discourse creates a real dilemma for principals. It requires principals to 
engage in deficit leadership approaches that research indicates is not good for schools. Finally, 
my own reflection during the research kept coming back to the same conclusion, the application 
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of these documents on principal practice in HCPS is almost exclusively rooted in deficit 
discourse and thinking. Examples include budgets for the SIP being centered on areas of the 
schools in “need” of “fixing”, principal support in the district is focused on rubric areas rated 
lower as opposed to higher, and TELL survey responses rated with lowest agreement, even 
though the stem was phrased positively, are the focus of conversation with district staff and 
among teachers. 
Finally, Chapter 8 focuses on the implications and ramifications for state leaders, district 
staff, and for my own practice as a principal. Recommendations for change center on three areas. 
One, the state template for SIP should reflect a more appreciative lens. Only four of the over 30 
data points asked for in the SIP reflect quantifying a strength of a school over a deficit. If the 
state will not change the template, then the approach of school districts and schools in how they 
respond to the template should change to reflect protocols that are more appreciative. Secondly, 
HCPS needs to train all principals in AI and AOE as well as add components to the principal 
evaluation rubric that explicitly address a school leader’s ability to embed asset-based thinking 
into practice. As a principal who sits with many colleagues in informal settings, AI and AOE will 
not be taken seriously by enough people to make meaningful change until it “counts.”  Finally, I 
have a great deal of ability in my practice to control school level trainings, protocols, and 
planning sessions at my school site. My school can better reflect appreciative leadership by 
creating templates and protocols that include asset-based discourse and prioritizing the success 
and growth of stakeholders at my school. Based on my own experience, this will be more 
difficult for schools in turnaround status as opposed to schools performing higher on state 
assessments. Chapter 8 also includes the example playing out at my current school, Sligh Middle 
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School, through a partnership with the Bullard Family Foundation is proving to be a powerful 
example of appreciative change.  
Importance of the Study 
There is considerable research around deficit thinking and the impact it has on students 
and schools (Stein, 2004; Valencia, 2010; Valencia, 2015).  Research is not as extensive as to the 
application of asset/strength-based leadership in schools.  Research is emerging around the 
application of asset-based leadership in school settings.  
Schools today exist in an era of high stakes accountability.  There are expectations placed 
on schools from the state and local school district levels.  The accountability systems in place for 
public schools have included major reforms namely in the way principals are evaluated and 
supported.  This is true for schools and principals in HCPS that is the focus of this study.  
Knowing if these three important governance documents utilized within the broader school 
accountability framework reflect deficit discourse or support a principal’s effort to lead a school 
through appreciative change is important.  There does appear to be a gap in the literature 
pertaining to the application of deficit discourse in the text of state and local school district 
evaluation and support documents even though much research exists on the impact of deficit 
thinking in schools.  It is important for school districts to see how their policy documents may in 
fact be reinforcing the very deficit discourse research suggests should be eradicated in the school 
setting. 
The use of AI is more prevalent in governmental organizations, business, and the 
military.  What if school leaders could create sustainable change at their school sites from a 
position of strength over deficit?  Research and application of AI in schools is new and emerging 
at best.  Most school leaders, at least my colleagues in HCPS, are not familiar with AI or 
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naturally conditioned to think appreciatively.  Most pre-service training for teachers and 
administrators does not include anti-deficit thinking.  Many scholars of anti-deficit thinking point 
to a well-instructed principal as being critical to promoting and realizing school success 
(Valencia, 2015, p. 183). 
Definitions of Key Terms 
Deficit Thinking/Language.  Prevailing thinking in school reform suggests that such 
efforts often fail because of educators’ unwillingness to examine the root causes of 
underachievement and of failure among students from low-income and racially or ethnically 
diverse backgrounds and because of their tendency to locate the problem within students, 
families, and communities (Garcia, 2003).  It is a belief that problems in schools exist to be 
fixed. 
Appreciative Inquiry (AI).  A change process by which an organization starts by 
articulating their strengths, followed by articulating a shared ideal vision for the future, followed 
by the creation of aspirational action steps designed to make the ideal a reality.  AI challenges 
the traditional notions of problem solving (Cooperrider, 2005). 
Discourse.  The term ‘discourse’ has many definitions centered on the idea of “language 
in use.”  For the purposes of this study, ‘discourse’ will refer to the written text and expressed 
thinking which create the general narratives, sentences, and words around deficit and asset-based 
discourse in schools and school policy namely documents that govern principal practice. Gee 
(1999) differentiates between “Big D” Discourse as systemic macro issues around the problem 
verses “little d” discourse around the issues pertaining to the key documents themselves. Asset-
based discourse is language that is positive and focused on what is working or right. Asset-based 
discourse is synonymous with being “appreciative.” Deficit-based discourse includes negative 
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overtones focusing on what is a “problem” to be “fixed” or meeting a “need.” Discourse can also 
be conflicting which implies a confusing nature of being both deficit and asset-based. For 
example, conflicting discourse in this study shows how the HCPS Principal Evaluation Rubric 
asks principals to reflect both deficit and asset-based thinking in the same domain of the rubric. 
Discourse can also be neutral which implies it carries neither a deficit nor asset-based 
connotation. 
Discourse Analysis.  Discourse analysis is the analysis of language 'beyond the sentence'.  
Discourse analysts study larger chunks of language as they flow together (Tannen, 2012) and 
often explores the power exerted using the discourse (Wetherell, Taylor, & Yates, 2001). There 
is generally not considered one method of discourse analysis and researchers imploring this 
method often borrow from various traditions. 
Positive Psychology. Positive psychology is the field of study dealing with the human 
experiences and strengths that make life most worth living (Sheldon & King, 2001). This field 
encompasses the understanding and facilitation of valued qualities such as happiness and well-
being, optimal experiences, good health, optimism, responsibility, and good citizenship that 
enable both individuals and the broader culture to thrive (Brokaw, 2018). This is at the heart of 
AI. 
State of Florida School Improvement Plan (SIP) template. Each member school of the 
Differentiated Accountability network (schools earning grades of D or F) in the state of Florida 
is required to complete a school improvement plan using a template provided to local schools by 
the state. The SIP captures the plan for student achievement for each school over the course of a 
school year. In HCPS, the school improvement plan is guides discussions between school leaders 
and principal supervisors. SIP budgets approval is based on alignment to the SIP goals. 
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HCPS Principal Evaluation Rubric. This is the school principal rubric used to evaluate 
the practice of principals. The language of the rubric aligns to language used for the evaluation 
of assistant principals. 
Tell teacher perception inventory survey. This anonymous survey is given annually to 
teachers. The results are used by principal supervisors to rate principal effectiveness. Results 
inform principals’ to plans and goals. 
Assumptions 
 The documents used for the discourse analysis of this proposal are those provided by the 
state of Florida and HCPS at the center of the study.  An assumption was made that documents 
are in actual use for the intended purposes of accountability, evaluation, and support. 
Delimitations 
 State and local policy documents devoted to the accountability, evaluation, feedback, and 
professional learning at schools are numerous.  The determination of which documents to use for 
this proposal was largely based on the impact felt by me on my practice as a principal in HCPS.  
The exploration of documents for appreciative and/or assets-based language is important; 
however, a finite set of documents is necessary in order to complete the study in a timely 
manner.  The proposed study will limit document collection to HCPS used for the 2017-2018 and 
2018-2019 school years. 
Limitations 
The documents used for this study are limited to the State of Florida and HCPS.  Other 
states and school districts have corresponding documents that could apply to the research used in 
this study.  The policy documents of only one district apply to this proposal.  As a principal in 
HCPS, other policies and documents influence my practice; however, I have identified these 
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documents as the ones exerting the most influence over my practice.  My own experiences 
informed the documents selected for examination in this study. 
21 
 
 
 
CHAPTER TWO 
REVIEW OF LITERATURE 
 The purpose of this study is to examine state and local school district policy documents 
and measurement tools for evidence of deficit or asset-based & appreciative discourse about 
schools and school leadership, namely the local school principal.  Specifically, a discourse 
analysis examination was conducted of the State of Florida School Improvement Plan (SIP) 
template, the HCPS principal evaluation rubric, and HCPS teacher TELL perception inventory 
used to inform principal evaluation.  This study sought to determine the extent of deficit versus 
asset-based/appreciative discourses usage in these important policy documents that exert 
influence over principals in HCPS.   
My membership in a cadre of principals in HCPS enrolled in a specialist degree program 
focusing on leadership in turnaround schools provided the setting that inspired this study.  A 
major focus of the work was around the impact of deficit thinking on the leadership of such 
schools.  Is the focus too heavy on what the students and/or community can’t do?  What if 
school leaders could create sustainable change at their schools based on strengths rather than 
weaknesses?  This “anti-deficit” thinking training applied in the program around the change 
process of Appreciative Inquiry (AI) where an organization's strengths tapped to bring ideal 
scenarios to reality is at the heart of this study.  
The literature review for this study addresses the following: (1) the history of school and 
school leadership reform in the United States, (2) an overview of the impact of deficit discourse 
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in education policy & local schools, (3) the emerging impact of asset-based discourse in schools, 
and (4) the need to operationalize asset-based discourse in school norms and practice.   
The summary of this literature review synthesizes the research as part of the case for the 
importance of examining policy documents not only for their discourse, deficit versus asset-
based, but also for their power and influence over principals in the field. 
History of School and School Principal Reform in the United States 
Several major reform movements intending to change public education have been 
prevalent over the past 60 years in the United States.  The launching of Sputnik by the Soviet 
Union in 1957 is often cited as the spark for the modern school reform movement due to fears of 
Soviet domination of America (Fritzberg, 2017).  In 1965, the Elementary and Secondary 
Education Act (ESEA) passed to address low-income students in schools.  The Civil Rights Act 
of 1964 led to a review of the application of educational practices in schools.  In conjunction 
with the Civil Rights Act, a national "Equal Educational Opportunity Survey" around the state of 
public education by Clark (1976) resulted in findings that included a belief that schools of whites 
and blacks had equal resources and that student background and families were responsible for 
differences.   
Fritzberg (2017) references the 1983 federal report called A Nation at Risk that focused 
commentary around U. S. schools on racial, gender, linguistic, socio-economic, and “ability” 
issues as opposed to military worries.  The No Child Left Behind (NCLB) legislation 
championed by President George W. Bush was bipartisan legislation that reauthorized ESEA 
reflecting a need for higher and more ambitious standards purposed to address inefficiencies in 
the U. S. education system, namely disparities in educational outcomes across groups defined by 
race or income (Ladd, 2012).  President Obama championed the latest version of national school 
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reform with his next reauthorization of ESEA, the Elementary and Secondary Schools Act 
(ESSA), espousing many of the same goals as NCLB with more power of school oversight 
resting in individual states (Ladd, 2012).   
School reform measures also included more micro reforms to school leadership, namely 
the school principal. Social justice leadership emerges in the 1990’s offering a different vantage 
point for school administrators.  The role of the principal was changing which led to a challenge 
of deficit models of education as a method to address bias and exclusionary practices (Jean-
Marie, Normore, & Brooks, 2009). Davis, Goodwin, & Micheaux (2015) cited 
acknowledgements made that principal standards fail to explicitly reflect the disparities of 
educational access and opportunity which lead to deficit thinking in school leadership research 
circles.  This study addresses the gap that exist in research around the presence of deficit 
discourse in principal leadership policy documents. 
Origins of Deficit Thinking in Schools 
As long as there have been teaching, there has been deficit thinking about students. A 
famous quote attributed to Socrates by Patty & Johnson (1953) states, “The children now love 
luxury; they have bad manners, contempt for authority; they show disrespect for elders and love 
chatter in place of exercise. Children are now tyrants, not the servants of their households. They 
no longer rise when elders enter the room. They contradict their parents, chatter before company, 
gobble up dainties at the table, cross their legs, and tyrannize their teachers.” As stated earlier, 
reform movements seeking change around schools and school leadership over the past century of 
public education in the United States have included deficit discourse.  Narratives include context 
around a “nation at-risk” where children are being “left behind” in schools requiring school 
leaders who are “problem-solvers” that can “fix” what is “broken.”  Research discussed in the 
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next section will show how this magnified in high minority and/or low socio-economic status 
schools in need of “turnaround school leadership.”  
The reform movements of the mid-20th century led to “blame the victim” mentality where 
school efforts focused on “fixing negro families” rather than addressing institutional racism in 
schools and/or policies that derive from “non-victims” (Ryan, 1971). Valencia (1997) went on to 
define “deficit thinking” in schools as the notion that students (particularly those of low income, 
racial/ethnic minority background) fail in school because such students and their families have 
internal defects (deficits) that thwart the learning process.  Deficit thinking in schools links to 
what researchers have pointed out as the culture of poverty and culturally deprived children 
(Valencia, 1997; 2010; Weiner, 1993).  Origins of deficit thinking in schools exist in the 
traditional school conversations around a focus on deficits in skills, knowledge, and classroom 
management (Scott & Armstrong, 2019). An examination of the more “day to day” nuances of 
deficit discourse in schools and the impact it has on school practice follows. 
Deficit Discourse in Every Day School Practice 
 Educational researchers have identified the impact deficit discourse has on schools. 
Deficit thinking in schools often reflects what Valencia (1997) calls “the popular ‘at-risk’ 
construct, now entrenched in educational circles” (p.195).  Skrla and Scheurich (2001) identify 
that even school superintendents do not always espouse the virtue that all students can learn and 
that deficit discourse is pervasive, and low performance of certain students, namely children of 
color, is inevitable and not able to be changed.  The language of deficit discourse exists at the 
school level.  Teachers perceive that students have inherent or endogenous deficits, such as 
cultural inadequacies, lack of motivation, poor behavior, or failed families and communities 
(McKenzie & Scheurich, 2004).  Students themselves, often students of color from low-income 
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families, contribute to deficit narratives giving excuses for low performance (Alonso, Anderson, 
Su, & Theoharis, 2009).  Previous research is clear that deficit discourse has an adverse effect on 
student achievement as well as the perception school leaders have of students.  
Deficit Discourse in School Leadership Policy 
 Common understanding around the role of school principals would include an emphasis 
on leading change to the betterment of students.  Therefore, the discourse around change 
practices matters, whether deficit or asset-based.  More specifically, my inquiry will focus on the 
construct of deficit and asset-based discourses.  White (2014) refers to the “coded language” of 
deficit thinking being rooted in explanations of what students and schools cannot do or “needs to 
be “fixed” for positive change to occur in schools.  This construct points to deficit thinking 
having its own language and even vocabulary.  Alford (2014) refers to deficit language being the 
talk of what students “lack” seen most often in diverse schools and reflected in what is written 
about students in schools.  For example, I define deficit discourse in schools to be the words 
associated with the belief that schools lack necessary tools for success or that some schools need 
“fixing.” 
 Policymaking has reflected deficit discourse since the early days of trying to create 
equitable learning environments for all students namely those in marginalized groups, often 
referred in general terms as Title 1. Stein (2004) quotes transcripts from the hearings in the U.S. 
Senate regarding the authorization of Title 1 of the Elementary and Secondary Education Act in 
1965 where a U.S. Senator refers to a “child from the slums” needing “special programs to help 
him overcome his cultural handicaps” (p.3). The very term “Title 1” is now often used to caste a 
school in terms of their deficits with the meaning of Title 1 known to the whole school including 
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students and teachers (p.3). The use of deficit language in the creation school policy has a 
rippling effect in how district and school level leaders view the students they serve.  
The research conducted by Stein (2004) around school level discourse around policy 
revealed that some school level practitioners were cognizant of the deficit nature of the Title 1 
construct and viewed the use of metrics for Title 1 funding simply through the eyes of what a 
student does not have was a detriment to student learning (p.90). The No Child Left Behind 
legislation in 2001 had similar effects on the discourse used at the policy maker and school levels 
as the Title 1 legislation. Initial readings of the legislation appear to contain evidence moving 
away from the focus on what marginalized communities do not have and pivots toward what 
school policy, local districts, and schools can do to meet the needs of all students (p.133). 
However, NCLB introduced the term “failing schools” into the national dialogue around schools 
which added another deficit narrative to the context of Title 1 schools (p.134). NCLB, like the 
Title 1 ESSA legislation, contributed to the overall deficit discourse associated with schools 
namely those populated with marginalized students. 
 Deficit discourse is not only dominant in society and consequently in schools. Walk into 
an air-conditioned room on a hot day. In many cases, a person will state, “wow, it feels good in 
here.” However, in most cases I have observed, the person states, “wow, it is hot out there.” Both 
statements are true. The first statement is more deficit in nature by stating what about the outside 
is less desirable in the situation. The second statement is appreciative in nature. It focuses on 
what is going well, cool air, inside the room. Schools conversations often have similar context. 
Too often, the context of school talk is around the negative. Fortunately, the context around 
discourse both outside and inside schools as negative or deficit focused is not the only option. 
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Overview of Positive Psychology 
Martin Seligman popularized the term “positive psychology” in his 1998 presidential 
address at the annual convention of the American Psychological Association (Titova, Werner, & 
Sheldon, 2018). Positive psychology is the field of study dealing with the human experiences and 
strengths that make life most worth living. This field encompasses the understanding and 
facilitation of valued qualities such as happiness and well-being, optimal experiences, good 
health, optimism, responsibility, and good citizenship that enable both individuals and the 
broader culture to thrive (Brokaw, 2018). Positive psychology insists that understanding what 
works in people’s lives (Sheldon & King, 2001) is just as important as understanding the things 
that can go wrong (Seligman & Csikszentmihalyi, 2000). Principles of positive psychology 
principles align to improving education, clinical, and counseling practices, relationships, 
workplace, and organizational cultures and even communities and societies (Lomas, Hefferon, & 
Ivtzan, 2014).   
Positive Psychology as Applied in Schools 
 Positive psychology is the scientific study of optimal functioning that seeks to identify 
the strengths and skills that enable individuals and communities to thrive (Ciarrochi, Atkins, 
Hayes, Sahdra, & Parker, 2016). In regards to the application of positive psychology in schools, 
Seligman (2009) declared that positive education would form the basis of a ‘new prosperity’ 
valuing both wealth and well-being. Research around the application of positive psychology in 
schools and to the roles of school leaders at a site is relatively new. Examples in research include 
a focus on school life to include connecting with others, challenging oneself and learning, 
embracing the moment, giving to others, being physically active, and caring for oneself leading 
to a greater school experience (Thompson et al., 2008; Hayes and Ciarrochi, 2015). Maksic and 
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Durisic-Bojanovic (2017) explore the impact of positive psychology on the role of school 
psychologist in helping students meet their full potential. Louis and Murphy (2018) conclude that 
it is not possible for a school leader to have an impact on student learning unless they solidify the 
base that supports broader, positive school development. Gush and Greeff (2018) looked at 
positive psychology in curriculum and concluded using existing school subjects as a means to 
provide wellbeing-enhancing activities to learners in a natural, but structured, framework is 
realistic, as it makes use of existing school infrastructure and staff, while producing what could 
be a powerful tool to facilitate growth and wellbeing. The research of positive psychology in 
schools is emerging and challenges preconceived notions that change in schools should focus on 
what is wrong and fixing it but rather finding what is right in schools and building on it to create 
the ideal environment. It is the exploration of Positive Psychology as applied in schools, namely 
the principles of Appreciative Inquiry, which represent the most significant underpinning to this 
study. 
Appreciative Inquiry as Applied in Schools 
There is emerging research in the application of asset-based discourse in the area of 
school principal leadership.  Much of the research around asset-based discourse in schools aligns 
to the positive psychology approach underpinning Appreciative Inquiry (AI), purposed to 
produce change by identifying strengths, articulating ideal scenarios, and constructing 
aspirational action steps based on what is going well in an organization (Cooperrider, 2005).  
Tschannen-Moran and Tschannen-Moran (2011) conducted a case study around whether 
or not the focusing on organizational strengths through an AI approach leads to meaningful and 
quantifiable change in a small urban school district.  The authors framed the importance of this 
issue around the increased pressures resulting from higher-stakes school accountability that 
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resulted from the No Child Left Behind legislation of 2001.  The results of the AI application 
resulted in improvement of seven out of the eight school climate measures identified by various 
levels of stakeholders used in the study.  The authors explicitly believe the appreciative inquiry 
approach is more generative and life giving than traditional problem solving.  The authors 
believe that where traditional problem solving can result in students, teachers, and school leaders 
feeling defeated and hopeless in their attempt to right a wrong in a school or district, it is an 
appreciative approach that can produce new ideas, new dreams, and plans by stakeholders to 
make the ideal a reality. 
Shuayb (2014) studied the application of AI in a Lebanese school where stories from 
various stakeholders created positive change in the school.  The study revealed how students’ 
reflections on AI showed that the majority of students felt positive questioning managed to focus 
their attention on what works in their schools and allowed them to feel more connected to what 
goes on in their schools.  The study also notes that principals were reluctant to sit with students 
as part of the AI process; principals took plans developed by students but were reluctant to 
follow up. The study cited the need for principals to be engaged in the process as well as to allow 
the process to be conducted safely and without bias.  
San Martin and Cabrese (2010) studied the impact of AI on at-risk students.  The study 
revealed the generative nature of the AI conversations as students and teachers plan together in 
the process.  The work led to high levels of social capacity built between teachers and students.  
The authors credited the AI process with encouraging administrators and teachers to rethink 
traditional pedagogical strategies and to incorporate new strategies.  
Research on the impact of AI on K-12 school leadership is emerging.  Several of the 
studies reviewed for this proposal referenced the lack of comprehensive AI application in the 
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educational setting as a limitation.  Tschannen-Moran and Tschannen-Moran (2011) claim that 
“although AI has been used extensively around the globe over the past two decades in 
corporations, social service agencies, the United Nations, and the U.S. military, it has not made 
comparable in roads into the educational realm” (p.431). Although emerging in education, 
evidence exists of the successful application of AI in schools as an alternative to more traditional 
deficit based approaches.  Appreciative Inquiry, when conducted with fidelity, raises the 
awareness of stakeholders to a school’s vision and mission, the stories of stakeholders give new 
hope to the work of the school, and the ideas shared between teachers and students lead to fresh 
and generative ideas. Therefore, the examination of how the principles of AI align to 
expectations and accountability policies as applied to the practice of school principals is of 
interest. 
Operationalizing Appreciative Concepts in School Leadership Practice. 
Educational researchers have explored deficit language in school leader preparation, 
practice, and policy.  Liou and Hermanns (2017) described and analyzed an Arizona university’s 
educational leadership program and the re-visioning/restructuring process that program faculty 
have engaged in to ensure that the program provides aspiring school leaders with the conceptual 
knowledge, dispositions and skills necessary to transform schools while addressing the needs in 
an equitable way of an increasingly diverse population.  At the heart of the study was a belief 
that deficit thinking and low expectations are racist and have no place in schools.  The study 
analysis included a recommendation for school leadership preparation programs to include self-
examination of what it means to be a school leader, systemic thinking, coherent curriculum that 
connects aspiring leaders to antiracist theories of practice, and an interdisciplinary approach to 
critical race leadership studies.  Liou and Hermanns (2017) stated the need for “asset-based 
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approaches to developing school procedures, norms, academic rigor, and caring interpersonal 
relationships in collaboration with school and community stakeholders.”  My research questions 
are rooted in how state and local procedures, namely policy documents and evaluation tools, 
reflect asset-based leadership.  
Lenhoff and Ulmer (2016) conducted research on where the language of school reformers 
intersects with the language used by “street level” reformers such as superintendents, principals, 
and teachers.  More specifically, when a reform movement declares a program is for “all,” do 
every day practitioners at schools really believe the program is for “all”?  The critical discourse 
analysis used for the study was measuring if what the identified reform program at the national 
level said it was about and doing for students was actually what stakeholders on the ground said 
and thought about the program.  The conclusions of the Lenhoff and Ulmer (2016) study are 
rooted in part to the clear and profound differences in the discourses of the reform program and 
the discourses of the practitioners implementing the program in the field.  The study refers to the 
discourse of 21st century reform movements as “idealized” and how the easily debunked “for 
all” claims led to pathways of dismissal for stakeholders at the local level. If deficit discourse 
can cripple reform movements, then they most certainly could have a similar effect if embedded 
in state and local district accountability and evaluation policies.  
Educational researchers have also identified the need to operationalize asset-based 
discourse in school norms and practice.  Liou and Hermanns (2017) studied school principals, 
namely in urban areas, where school principals are considered mentors, community organizers, 
and culture workers by taking a strengths-based community approach to school reform.  Their 
study cited a need for coherent language in the leadership standards to address inequities are in 
schools, and aspiring principals may not have the proper guidance, language, and skills sets to 
32 
 
effectively confront the status quo.  Lenhoff and Ulmer (2016) note that the tensions between 
policy and street-level discourses may be even more pronounced, then, in schools that have 
already been identified as “failing” by state or federal accountability policies. The lack of 
evidence on effectiveness, in combination with the misalignment of program discourses and 
supports for those discourses in practice, raises significant questions regarding the ways in which 
education reform models may be replicating social stratification within public schools (Schmidt, 
Burroughs, Zoido, & Houang, 2015).  This research therefore supports the examination of 
important leadership documents in HCPS, those exerting power over principals, for the use of 
deficit versus asset-based discourse. 
Research exists around the application of appreciative concepts in the educational 
evaluation processes.  Preskill and Catsambas (2006) cited how appreciative evaluations in 
organizations help take the anxiety out of the evaluation process.  Lilja and Richardsson (2012) 
conducted a study around the impact of appreciative principles applied to course evaluations in 
higher education.  The benefits found include higher commitment by the course participants and 
increased student involvement in the evaluation process (p.13).  Kelleher (2016) wrote an article 
noting research is beginning to focus on using self-efficacy to help principals navigate the 
increasingly difficult demands placed on them.  It is through this self-evaluation that strengths 
are leveraged to improve practice through professional development. There are gaps in research 
as to how appreciative language is used in the actual policies and tools used to monitor and 
evaluate the practice of school principals with evaluation rubrics, as well as any teacher 
perception surveys which inform principal supervisors’ evaluations of principals in HCPS.  
 In addition, this study focused on the construct of asset-based discourse in school 
leadership policy. Ludema, Wilmot, and Srivastva (1997) conducted research around 
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strengthening organizations using a vocabulary of hope that cited examples of hopeful agendas 
and using aspirations over traditional problem solving to move forward.  The study serves as 
evidence that words set the culture and actions of an organization.  Shabazz and Cooks (2014) 
refer to asset-based language as focusing on strengths and talents already present in communities 
that often go unrecognized in a server-client or needs-based framework to include the 
identification and leveraging of community values and strengths.  The Shabazz and Cooks study 
centered on the impact of asset-based language in asset mapping of a school community as 
opposed to a deficit mapping approach. From this perspective, asset-based discourse, or talk and 
writing around what a community can do, represents an alternative to traditional problem-solving 
models.   
Emerging Importance of Principal Engagement in Appreciative School Leadership 
Research around the application of AI in schools cites the importance of principal 
engagement with the process.  In the study by Shuayb (2014) the positive nature of AI as a tool 
with the focus on strengths and ideal scenarios was mentioned as potentially reducing 
threatening feelings about change although the study did cite angst of principals in this new 
context.  The primary implication for leadership as it pertains to the work of AI in schools 
according to the study is clear; the principal must be a supportive and engaged member of the 
process.  As important as the generative ideas from the AI process may be, it is more important 
for stakeholders in schools, even more so in turnaround schools, to feel like their reality 
represents strengths and their ideas can make a difference.  
Evans, Thorton, and Usinger (2012) may have said it best, “Appreciative Inquiry is a 
positive approach to solving organizational problems and is centered on the belief that inquiry 
into and discussions about organization strengths, successes, and values will be transformative; 
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pride in the individual’s organization is an untapped resource” (p.169).  As such, the principal 
needs special skills to engage, excite, and integrate communication into the change process.  For 
many principals, effective use of appreciative inquiry will require special training.  
The research of Black, Burrello, and Mann (2017) around school leadership development 
introduces the idea of Appreciative Organization in Education (AOE) that sets out to frame the 
work of school leaders in a relational and aspirational context.  AOE builds a “foundation of trust 
and respect as a gateway to the co-construction of opportunities, possibilities, and actions that 
lead to desired end results” (p.56).  In this view, the value placed on the work of school leaders 
should align to the measures in place to quantify those values in practice.  If the use of deficit 
discourse over asset-based discourse matters in the work of school principals, then it is 
significant if deficit discourse over asset-based discourse exists in the primary documents that 
define success in their practice.  Subsequently, I suggest that asset-based discourse in schools is 
associated with the belief that schools have strengths and possibilities that can enable ideal 
scenarios to become a reality. 
Research cited previously give evidence for the emergence of appreciative discourse in 
schools. This includes the importance of principals to be engaged in the work of asset-based 
Discourse if this new way of work it to take hold at school site. However, no public school 
principal practices outside the oversight of state and local school district policy and staff. How 
these policies are constructed, how monitoring tools are formed, and leadership viewpoints are 
exercised by power brokers matter. For this study, the focus was on school improvement 
planning templates, principal evaluation rubrics, and teacher perception inventories used by 
HCPS to evaluate the practice of principals. 
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School Improvement Planning and Principal Practice 
 School Improvement Plans play a pivotal role in the practice of principals in Florida. The 
formal process for school improvement plans form the basis for continuous school improvement, 
as well as acting as a monitoring instrument to measure progress towards specific areas of 
whole-school development (Van der Vort, 2014). These plans often reflect the core values of the 
system that develops the plan (Bae, 2018). This leads to a struggle in choosing priorities—too 
many measures and the public and schools cannot focus, but in the culling to critical areas, other 
important aspects of schools are set aside (Fowler, 2018). This study will explore the extent to 
which the use of asset-based language is a priority for the developers of the school improvement 
template in Florida. 
Principal Evaluation Reform and Principal Practice 
 Research exists around the perception of principals toward evaluation in this era of 
reform. Federal and state initiatives, largely connected to No Child Left Behind and Race to the 
Top, sparked the reforms in the principal evaluation practices (Clifford & Ross, 2012). These 
multiple measures include student achievement-based measures (e.g., value added) and scores 
from supervisors on an observation-based evaluation instrument (Grissom, Blisset, Mitani, 
2018).  
Hvidston McKim, and Holmes (2018) conducted research of principals about their 
evaluation and stated the importance of communication and relationship between principals and 
principal supervisors in making the experience meaningful to principals. Their work also resulted 
in a positive perception of the process when principals were able to identify areas of strength in 
their practice. This further shows the importance of asset-based discourse in the work between 
principals and principal supervisors. In HCPS, the principal evaluation rubric drives by the 
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principal practice by framing protocols around goal setting, planning for professional learning, 
etc. Therefore, the presence of asset verses deficit language in the rubric is consequential.  
Teacher Perception Surveys and Principal Practice 
 Research exists around the significance of principal perception of their work and the 
perception of teachers. Park & Ham (2016) hypothesized in their work that the difference 
between a leader’s self-ratings and the ratings of others has come to be viewed as useful and 
meaningful information. Their findings indicated that when a principal has a higher view of their 
practice than teachers that a negative effect on overall practice is likely (p.463). 
Another recommendation made by Park & Ham is for future research, a useful contribution 
would be to examine school contextual conditions that help both principals and teachers not only 
better recognize such perceptual disagreements but also effectively manage and/or reduce them 
(p.464). This is can be accomplished through the exploration of asset-based language in the 
survey used by HCPS to gage the perception of teachers. 
Chapter Summary 
 Deficit thinking is evident in virtually all aspects of school life from leadership 
preparation programs all the way to every day talk among students and staff.  Research explored 
in this literature review shows the effects of deficit thinking and discourse in schools to include 
lower student perception of schooling and lower student achievement namely for marginalized 
students.  An alternative approach to school leadership is emerging around the asset-based 
thinking and discourse principles of AI and AOE.  Research explored for this study showed cases 
where, when applied with fidelity, AI raised students and teachers’ perceptions of school and 
student achievement increases.  
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What does this mean for the school principal?  Research reviewed for this study pointed 
to the need for the principal to be engaged in the AI process and the need for operationalizing 
asset-based discourse in the form of policy and practice.  The documents selected for analysis 
embody the type of operationalized policy and practice HCPS expects to define my engagement 
as a principal.   How I perform in relation to the goals set for and monitored by these documents 
and policies affect the content of my professional learning support, evaluation, and compensation 
in the form of bonuses.  Policy documents matter to principals in HCPS.  Therefore, the 
examination of deficit versus asset-based discourse in district documents matters.  The next 
chapter will detail the discourse analysis methodology used for the study. 
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CHAPTER 3 
METHODOLOGY & METHODS 
Introduction 
 Discourse analysis research exists around the use of deficit language educational policy 
documents. Thomas (2011) used discourse analysis informed by Fairclough to show how deficit 
discourse in media narratives informed educational policy in Australian schools.  Diem, Welton, 
Frankenburg, & Holme (2016) used discourse analysis informed by Fairclough and Foucault to 
explore educational policy in three large suburban districts experiencing rapid ethnic and racial 
change and whether or not the change was reflected in district policy discourses.  Briscoe and De 
Oliver (2012) used discourse analysis informed by Foucault to analyze transcripts of interviews 
of school leaders to determine their real views toward low-income families as learners.  Braun 
(2015) used strategies of discourse analysis inspired by Huckin around three global education 
policy documents for the framing of students with disabilities in the context of deficit discourse.  
My research on the HCPS’ key principal policy documents with influence over principal practice 
adds to the studies of educational policy that focus on deficit verses asset-based discourses in 
leadership documents. 
Researchers in the field of education have explored extensively the use of deficit 
discourse in various narratives around children and their families (Stein, 2004). There is also 
evidence of deficit discourse around schools being operationalized in principal practice 
(Valencia, 2010).  Emerging research on asset-based discourse rooted in Appreciative Inquiry 
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and other positive psychology constructs in the practice of school principals has made it possible 
for the work of principals to reflect an alternative, more aspirational context.  The purpose of this 
study was to examine the extent to which deficit and asset-based discourses are present in key 
school policy documents. This chapter describes the methodology and methods used to explore 
the following research questions: 
1. In what ways are deficit based and asset-based discourses present in the following key 
local school district policy documents? 
 School improvement templates? 
 Principal evaluation rubrics? 
 Teacher perception surveys around school leadership practice? 
2. In what ways might deficit and asset based discourses in the selected policy documents 
inform experiences of school principals? 
In this chapter, I describe the methodology and methods used to analyze discourses 
embedded in the three documents that are central to principal practice and the perception of 
principal effectiveness in Hillsborough County Public Schools: the State of Florida School 
Improvement template, the Hillsborough County Public Schools principal evaluation rubric, and 
the Hillsborough County Public schools TELL teacher perception survey. These documents exert 
influence over principals in HCPS, thus making an examination of discourse important.  
Discourse – Big “D” vs Little “d” 
A discourse analytic framework put forward by Gee (1999) differentiates between 
Discourse and discourse. Discourse with a capital “D”  is meant to capture the ways in which 
people enact and recognize socially and historically significant identities or “kinds of people” 
through well-integrated combinations of language, actions, interactions, objects, tools, 
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technologies, beliefs, and values (Gee, 1999). In the context of this study, the historically 
significant identity at the center of the research is that of the school principal as the deficit based 
“problem-solver” or that of the principal as the asset-based “appreciative/positive psychology” 
driven leader who takes ideal visions of the future and makes them a reality (Mann, Roberts, 
Burrello, 2018). Research conducted for this study and cited in chapter 2 points to significant use 
of deficit language in the Discourse around public education namely schools in need of 
turnaround.  
The three documents selected for analysis in this study play a major role in defining my 
identity as a Principal in HCPS. The state SIP template provides the structure and context for 
school support during the year. The Discourse around the template, rather deficit or appreciative 
focused, matters in large part because it frames the context by which I must ask stakeholders 
their input on the SIP. In the same way, the Discourse around the principal evaluation rubric 
matters. The rubric represents the context for my principal evaluation ratings. It paints a picture, 
one rooted in deficit or appreciative thinking, for what is a principal and how one should act. 
Finally, the TELL survey helps set the Discourse around how those I lead view my leadership. 
The frame by which that view is crafted, whether deficit or appreciative, matters.  
Gee (1999) differentiates Discourse with “discourse” lower case “d”. The use of 
“discourse” is language in use. This represents the actual words used in the three documents 
examined for the study. The words in these documents define effective principal practice in 
HCPS. This applies to words in the state school improvement template purposed to help monitor 
the practice of a principal at their school, a rubric designed to evaluate the practice of the 
principal, or a perception survey given to stakeholders that help frame and quantify the culture 
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and climate set at the school by the principal. Therefore the little “d” words matter namely in 
whether or not they reflect a deficit based discourse or an asset-asset discourse.  
The little “d” discourse plays a huge role in shaping the language around my practice as a 
principal in HCPS. The common language around the practice of the principal as it relates to the 
state, the principal supervisor, and the staff the principal leads is significantly influenced  by the 
these documents. For example, the words in the principal evaluation rubric become the language 
of talk between my principal supervisor and myself. It drives the content of professional 
learning. It forms the basis for language used in goal setting. If I am encouraged to use the 
“language of the rubric” in goal setting, then whether or not the words reflect little “d” discourse 
around deficit or appreciative text matters. 
It is the Discourse around the school principal, whether he or she is a “problem-solver” 
which holds a more deficit based connotation or whether he or she is an “appreciative/positive 
psychology” grounded leader that holds a more based asset-based connotation, that informs the 
deficit or asset based discourse found in the documents for this research. I chose these documents 
based on their importance to me as a practicing principal in HCPS. 
Qualitative Approach 
 Corbin & Strauss (2008) define term “qualitative research” as any type of research that 
produces findings not arrived at by statistical procedures or other and is more concerned with 
what is possible than what is probable. The researchers go on to note a major reason for the 
choice of qualitative research is the nature of the research problem. For example, research that 
attempts to understand the meaning or nature of experience of a person is most often qualitative; 
by attempting to define the quality of experience(s), such research allows others to identify—
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thus it is generative, rather than generalizable. According to Janesick (2004), some 
characteristics of qualitative work include: 
• Holistic in its attempt to see the complete picture and context 
• Concerned with relationships within a system 
• Personal in its face-to-face interactions within a setting 
• Focused in its attempt to understand the social setting 
• Involved with equal time in analysis and in the field 
• Comprised of researcher as research instrument 
• Concerned with ethical issues in fieldwork  
For my research, the focus will be on relationships within a system and understanding the 
social setting. This applies to my experience with the primary documents to be researched 
namely as they relate to my experience as a school principal in the district where these 
documents are used to evaluate and support schools and school leaders.  
Discourse Analysis 
Discourse analysis of the selected documents begins with a belief that the meaning of 
language leading school change is dialogic in nature in the tradition of Bakhtin (1981) and his 
concept of “heteroglossia” where there are often multiple meanings of terms multiple meanings 
of terms that emerge from the struggle among different voices or Discourses within a text. 
(1981).  For example, the word “change”, even change for the better in schools, can be 
associated with the voices of  school leaders who may approach school leadership from a deficit 
perspective by framing school principals as “managers” or “problem-solvers”, or with the 
Discourse of Black, Burello, and Mann (2017) who take an asset-based approach to school 
leadership. Fairclough (1995) approaches discourse analysis through textual analysis, processing 
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analysis, and the social cultural practice of the meaning of text. The first two steps of the “three 
pronged” approach of Fairclough speak to the importance of the structure of a text but the key 
step is the social cultural practice of the text meaning. The ‘social practice’ dimension attends to 
issues of concern in social analysis such as the institutional and organizational circumstances 
(Fairclough, 1992). It is not enough to know what the three documents selected for analysis say 
about principal practice. The analysis conducted for the study included the impact on my practice 
as a principal in the district.  
The actual technique of discourse analysis used for the study most closely aligns to 
Huckin (1997) and his two-step process of reviewing text.  The first step is a “text-level” reading 
of the whole document to analyze general structures.  The second step transitions to a “word-
level” reading to include a more nuanced understanding of dominant discourses that Gee would 
refer to as capital “D” Discourse.   
In addition, I kept a reflective journal through the study. The purpose of a reflective 
journal is to capture a person’s attitudes, thoughts, and wonderings as it relates to their work 
(Progoff, 1992). In qualitative work, it is critical to address the researcher’s “self” because the 
researcher is the research instrument (Janesick, 1999). The journal I kept for this study borrowed 
from many traditions (Janesick, 1999, Progoff, 1992, Rainer, 1978). I made entries during and 
after data collection (document analysis) in the format of a common diary meaning I simply 
wrote down what I was thinking and feeling as it related to the day’s work and my principal 
practice. My journal served as location for me to capture my thoughts, attitudes, and wonderings 
as a technique of qualitative research and a data source centered on my reflections connecting the 
discourse analysis of the documents to my experiences as a principal in HCPS. Journal entries 
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were by date during the data collection for Chapter 4-6 to include my reflections and 
recommendations reflected in Chapters 7 and 8.  
Methods 
In HCPS, I serve in as a principal. For this study, I have purposely selected documents 
exert power and influence over my practice.  The discourse of the selected documents includes 
Discourses of school leadership, defining what it means to be a good principal. These Discourses 
may be different, and even conflicting: these documents come from different authors and address 
different audiences; moreover, the same document may include multiple voices. For example, a 
rubric used to evaluate a principal may include deficit or asset-based language that defines what 
makes a “good” principal in the eyes of teachers, board members, and politicians in different and 
even conflicting ways. In short, discourse in these documents impact my actions as a principal. A 
model of research design for the study is presented in Figure 1. 
  
 
 
 
Figure 1. Representation of the rationale underlying the purpose of the research study. 
Site Selection 
 Documents selected for this study are from Hillsborough County Public Schools, a large 
urban, suburban, and rural school system on the Gulf Coast of the State of Florida.  The District 
is comprised of 250 sites that served by principals.  The District serves a student population over 
slightly over 218,000 students.  The District student population is 35.8 % Hispanic, 33.2 % 
White, and 21% Black. Other minority groups make up the balance of the student population.  
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Approximately 60% of the students in HCPS qualify for free or reduced meal status. At the time 
of this dissertation, HCPS was the eighth largest school district in the United States. More 
importantly, I was a student, teacher, assistant principal, and principal in HCPS. HCPS is also the 
same school district my parents graduated from and spent their entire teaching careers. My 
children attend HCPS schools. While this bring some obvious limitations and bias, it is in this 
way that my research is very emic in nature. Emic research is often referred to as perspectives 
that are meaningful to the members of a given society often considered an “insider’s perspective 
(Bourgois, 1995).  I have deep insight and experience as to how the documents selected for 
analysis effect the principals in HCPS. I have strong relationships with the leaders and 
influencers who in some cases brought these documents to HCPS. The emic nature of this 
research is a major strength of the dissertation. I feel my influence and best chance to make 
meaningful change resulting from this work is here in my home school district. 
Significance to the Principal: Selection of Documents to Analyze 
The documents selected for discourse analysis in this study exert influence over my 
practice as a principal in HCPS.  The school improvement plan required by the state of Florida 
for schools in Differentiated Accountability (DA) is monitored, and results are used to inform 
my evaluation.  The principal evaluation rubric defines the criteria for success in my practice.  
Finally, the TELL perception survey given to teachers provides principal supervisors with key 
data points in informing ratings using the evaluation. In short, these documents are appropriate 
for addressing my research questions because my experience as a principal in the district is 
informed by these documents. The literature review in Chapter 2 outlined the harmful effect the 
presence of deficit thinking and discourse in schools and school policy has on student 
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achievement therefore a discourse analysis of these documents around deficit vs. asset-based 
discourse is significant.  
School Improvement in Florida (Appendix A) 
 The Florida Department of Education websites provides documentation of the mandate 
for each school in the state in Differentiated Accountability (DA) status to be subject to 
accountability oversight and to submit a school improvement plan.  Section 1008.33 of the 
Florida Statues (F.S.) outlines the relationship between federal education policy (ESSA) and the 
state’s obligation to maintain uniform accountability standards for schools as well as the duty of 
the state to supervise Florida’s public schools (http://www.leg.state.fl.us/statutes).  Section 1001.42, 
Florida Statutes (F.S.), requires districts to annually approve, and require implementation of a 
School Improvement Plan (SIP) for each school in the district (see www. 
www.floridacims.org/faqs).   
The emphasis school improvement in HCPS as well as on the School Improvement Plan 
process, or SIP, has increased in recent years.  District-level leaders in HCPS have sought to 
align the working language of the central office and schools to the SIP.  School visits by central 
office leaders involve questions about progress on SIP goals.  All this planning and monitoring 
of the SIP informs the evaluation of a principal in HCPS as does overall student achievement 
data.  This has taken on a new meaning for me with my transition from a high performing school 
to a school in the DA network for the 2018-2019 school year. The SIP has been the central focus 
of planning, progress monitoring, and grant budgeting. Therefore, an examination of the state 
SIP template required of each school by the state and monitored by HCPS for deficit vs. asset-
based discourse is significant. 
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As a principal in the district, the School Improvement Plan is not only a state requirement 
but also helps guide my practice. School leaders, parents, students, teachers, and community 
members come together to review data to set goals for the school. The School Improvement 
Team meets during the year to assess progress toward meeting the goals set at the start of the 
year. The team adjusts the plan during the year. Whether or not goals are met by the end of the 
year informs evaluations given to the principal by principal supervisors. Therefore, the language 
used in the template matters. The demands placed on a school by the state also matter. Schools 
have some latitude on the process they use to come up with a SIP plan, but the contents of the 
plan are set.  
HCPS Principal Evaluation Rubric (see Appendix B) 
National leadership standards developed in 1996 by the Interstate School Leaders 
Licensure Consortium (ISLLC) were designed to promote and define school leadership standards 
across the nation (Goldring, Porter, Murphy, Elliott, & Cravens, 2009).  These new standards 
prompted the reform of the principal evaluation system in HCPS. HCPS entered into a grant-
funded partnership with the Wallace Foundation in 2011 (see www.wallacefoundation.org).  The 
Wallace Principal Pipeline initiative focused on four major components (1) leader standards, (2) 
high quality training, (3) selective hiring, and (4) on-the-job-evaluation and support.  The section 
on leader standards calls districts to align job descriptions, training, hiring requirements, 
evaluations, and professional development.  The section on evaluation and support connects 
professional development needs with principal evaluation results.  A report commissioned by the 
Wallace Foundation on the Principal Pipeline initiative (Turnbull, Riley, Arcaira, & MacFarlane, 
2013) states “the initiative’s theory of change holds that when an urban district and its principal 
training programs provide many talented aspiring principals with training, evaluation, and 
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support following these specifications, the result will be a pipeline of principals able to improve 
teaching quality and student achievement” (p. i).  In accordance with the Wallace partnership, 
HCPS identified key Principal Competencies that eventually translated into a new principal 
evaluation rubric in 2012.  
 In HCPS, the language of the principal evaluation rubric reflects the language of principal 
practice. The rubric goes beyond a tool only used at the end of the year for an evaluation from a 
principal supervisor. Professional development offered by the school district aligns to the 
principal evaluation rubric. Coaching from principal supervisors and principal coaches aligns to  
the language of the rubric. Therefore, the language used in the rubric matters. School principals 
in HCPS had input on the creation of the rubric but the language of the rubric remains fixed over 
several years. 
The HCPS TELL Teacher Perception Inventory (see Appendix C) 
The New Teacher Center is a national non-profit educational organization that works 
with school districts, state policy makers, and educators from across the nation at all levels to 
improve student learning, teacher induction, instructional coaching, and leadership development. 
This represents multiple stakeholders with potentially competing voices and discourses. The 
Teaching, Empowering, Leading & Learning (TELL) survey is promoted by the New Teacher 
Center and designed as an online, anonymous survey administered to all licensed, school-based 
educators in a district or state.  The survey uses an externally validated set of questions, which 
research has shown connects to student achievement and teacher retention.  Survey results give 
schools, districts and states information about whether educators have the supportive school 
settings necessary to do their jobs well and to be successful.  
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 HCPS adopted the TELL survey through a partnership with the New Teacher Center in 
2013.  Results from TELL survey of students and staff have played an increasing role in my 
practice as a principal since its adoption.  TELL results are tied to school district key 
performance indicators.  Results from the survey are used by principal evaluators to inform 
ratings of principals on their evaluations.  For example, when principal supervisors rate a 
principal, TELL ratings serve as evidence both high and low ratings. As a principal in HCPS, it 
has been the teacher TELL survey that has exerted the most influence over my practice.   
 The Tell Survey, purchased by HCPS from an outside vendor, includes questions that 
site-based school leaders do not create or have input on their creation. District leaders expect 
schools to use results in planning for the next year. Whereas schools can adjust the process for 
planning using the data, they have no control over the questions asked. 
 A district survey of teachers at each school is given in the district each year. This survey 
gages perception of the teachers in the school. The topics that have the most questions asked on 
the survey are around school leadership. The results of the survey form part of the principal 
evaluation process as well as the planning process for the next year. Survey data points drive key 
discussions in setting goals and monitoring progress for the upcoming year. I have created my 
own formative surveys using the language of the official survey to gage formative perception 
during the school year. Therefore, the language of the teacher perception survey matters. 
Analysis of Discourse in Selected Documents 
The discourse analysis of the three documents selected by the researcher for their 
influence over principal practice in HCPS will combine Gee’s distinction between discourse 
(words in use) and the greater meaning that makes up Discourse, the dialogic heteroglossia of 
Bakhtin, and techniques of discourse analysis inspired by Fairclough and Huckin. The analysis 
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took place in four phases; general reading, text as a whole, sentence-by-sentence, words and 
phrases, and finally contextualized understanding. 
The discourse analysis for the study consisted of elements that were the same for each. 
The first phase of analysis was reading the document as a general reader. This includes reflecting 
on the major headings, patterns, Discourse, and discourse in the document. The analysis of each 
document as a whole included several key steps. One, the genre of the text was determined to 
include the formal features of the document. For example, the genre of “evaluation rubric” was 
established by the presence of ratings and what those rating mean to the evaluator and person 
being evaluated. Two, the framing of the text detailed how the text was presented. This included 
analysis of foregrounding (what is given textual prominence) and backgrounding (which text 
appears to be deemphasized) to include omission, which is actually leaving important items out. 
A sentence-by-sentence analysis was conducted for each document. It centered on 
topicalization; how an author establishes perspective or slant in the writing of a sentence, in this 
case, whether deficit or asset-based. The sentence-by-sentence exploration of the documents also 
included foregrounding, backgrounding, and omission within the sentences themselves. Finally, 
a words and/or phrase analysis was conducted for each document to include the connotation 
(special meaning) and modality (tone of statements regarding authority). For example, the word 
“exemplary” on the HCPS principal evaluation rubric has a positive connotation however 
evidence from the discourse analysis of deficit-discourse embedded in the text of the 
“exemplary” portion of the rubric. The final analysis for each document will combine the 
previous steps to create a contextualized understanding of the text. It will incorporate a larger 
understanding of the impact of each individual document. Huckin (1997) states that words-on-a-
page are more than words, they are used in a particular social context. The contextualized 
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understanding was used for a synthesis of all three documents analyzed in this dissertation for 
Chapter 7 while implications for practice were captured in Chapter 8. 
 The discourse analysis for the study consisted of elements that in some cases were unique 
to an individual document. For example, the discourse analysis of the principal evaluation rubric 
in Chapter 5 included additional exploration of the rating headings of “accomplished” verses 
“exemplary” due to the significance of those ratings to principals in HCPS. Another example is 
the additional analysis comparing the perception inventory TELL to the newer ASQi survey in 
Chapter 6.  
Table 3.1 represents the stages of discourse analysis used in the study, borrowed from 
Huckin (1997) and Braun (2015), used for examining the documents: 
Table 3.1 Overview of Discourse Analysis for Study for Selected Documents 
 
The overview reading of the text included looking for patterns. These patterns included 
similarities in the what, when, and how of deficit verses asset-based language within the 
documents. The order and position of deficit verses asset-based words in sentences were 
considered to determine whether certain dialogic language around principal leadership is being 
Stages of Analysis Purpose 
Stage 1 –  
General reading 
Uncritical read to help familiarize the analyzer to the 
document. 
Stage 2 –  
Read Text as a whole 
Genre – priority of the author 
Framing – how the text is presented 
Foregrounding – text given prominence 
Backgrounding – text that is deemphasized 
Omission – text that is left out 
Presupposition – “voice” gives ideas that are absolute 
Stage 3 –  
Sentence by sentence 
Words and phrases 
Topicalization – author slant in writing a sentence 
Connotation – special meaning to word of phrase 
Stage 4 –  
Contextualized Understanding 
Larger understading of the impact of the document 
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emphasized or de-emphasized.  Table 3.1 gives visual representation of the critical steps taken at 
the second stage. It is from these data sources and subsequent analysis of the selected State of 
Florida and HCPS principal policy documents for deficit versus asset-based discourse that 
recommendations were made for how these documents may inform principal practice in the 
future.  
Researcher Positionality 
The inspiration for this study is rooted in my experiences as a school principal and my 
course work at the University of South Florida around an alternative way of leadership that 
challenges deficit-minded approaches to school change, Appreciative Inquiry (AI).  An emphasis 
on anti-deficit, strengths based leadership has been at the heart of my course work around 
turnaround school leadership and educational innovation.  Part of our work has been to study 
positive psychology change processes, namely Appreciative Inquiry (AI), and implement them at 
our school sites.  I was skeptical when first exposed to this approach of change leadership. I 
believe I was selected for leadership positions in HCPS in large part due to me being a good 
problem solver.  The focus on strengths over weaknesses seemed mainly semantical at first.  It 
also felt like I was being told to ignore problems.  Once I started applying AI at my school site, I 
made several observations almost immediately.  First, deficit-discourse is rampant.  Virtually 
everyone I come in contact with naturally frames their context in the negative.  Secondly, deficit 
discourse seemed to mainly apply to conversations around marginalized students namely race, 
socioeconomic, or exceptional student status.  Teachers often invite me to watch a really great 
lesson with a qualifier - don’t come to “that class” - which is often populated by marginalized 
students.  Finally, the times I have applied AI at my school have led to refreshing and 
empowering change for stakeholders.  Leading from positions of strength and possibility are key 
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principles of AI and are becoming core values at my school.  These personal experiences have 
furthered my awareness of ways my practice as a principal is or is not impacted by deficit 
discourse.  
The documents selected do have influence over how my practice as a principal unfolds 
over the course of a school year. I have some leeway as to how I worked with the documents in 
planning for my school year, but the documents themselves do not change. I can incorporate 
principles of AI and AOE into my planning for the SIP but the template remains rigid. That level 
of influence from the state remains unchanged. I can use my evaluation data to appreciatively set 
goals for the year but the language of the rubric remains static. I am also beholden to my 
supervisor to speak the language of the rubric in our goal setting. Finally, the Tell Survey is 
required and the questions are set. They come from any outside organization. I can reflect on the 
results using appreciative means but the questions themselves are set. For example, I can take the 
survey stem items with the highest level of agreement and engage my team as to why the 
agreement was so high by asking “what went well and how can we leverage that success in other 
areas?” as opposed to taking the stems with the lowest level of agreement and asking, “what 
went wrong?” 
Validation Strategies – Quality and Trustworthiness 
 I will use two primary strategies for validating my research: triangulation of multiple 
sources of data and a research journal.  This study examined three separate policy documents that 
inform and exert influence over principals in HCPS.  My data analysis looked for commonalities 
and differences in deficit versus asset-based discourse as reflected across the documents. I kept a 
research journal during the process.  The journal clarified researcher biases during the process.  
The journal helped me position myself, namely as a school principal in HCPS, and reflect upon 
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my thoughts, feelings, reactions, and potential biases throughout data collection and analysis. For 
example, as I collected data on the teacher perception survey, it became apparent the stems were 
in larger part appreciative in construct. However, my reflection on the TELL process is largely 
deficit. My journal included thoughts of how destructive the reflection process on the TELL 
survey results are to school morale.  
There are ethical considerations being a principal in HCPS conducting this research. One, 
I serve as a principal in HCPS. These documents have been used to rate my practice as a school 
leader. Two, I have close professional and professional relationships with leaders in HCPS that 
have worked to create the documents reviewed for this study. It is important to be objective in 
my analysis. I also hope those relationships can be leveraged to enact change suggested in my 
findings and subsequent recommendations. For example, in Chapter 8, I discuss the need for 
principal evaluation rubric to include a domain devoted exclusively and explicitly to appreciative 
leadership. The relationships I have with the district-level leaders in HCPS will be as asset. This 
is a strong argument for emic research and the power of “inside politics.” Lastly, I have seen 
how these documents have affected colleagues both teachers and school leaders. I have heard 
their stories. However, the experience I have with these documents and my experience with their 
impact on my practice can be an asset when analyzed in my conjunction with asset-based 
thinking and school practice. This is supported by the research of Glesne (1999) when he states 
qualitative researchers, recognizing that subjectivity is always part of research and once realized 
can contribute to research (p.105). The emotions reflected in the journal contributed to the 
impact of the research since I am a practitioner in HCPS as a principal. The bias I bring to this 
work is real and may in fact have a positive effect on change resulting from the work.  
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Chapter Summary 
 While chapter 2 attempted to outline the history and impact of deficit discourse and 
modern application of asset-based discourse on school leadership practice, I attempt in this 
chapter to provide a brief initial introduction to the discourse analysis I conducted of three policy 
documents that exert much influence over school-based leaders, namely principals in HCPS. 
These documents are part of the public record and available for analysis to anyone who chooses. 
The theoretical framework of deficit discourse versus asset-based discourse, as well as the 
impact on students and principals, influences my research design.  Data collection will take place 
in three phases based largely on the discourse analysis tradition of Huckin (1997).  This includes 
the analysis of each document as a whole, in sentences, and ultimately individual words with an 
emphasis on frequency and positioning of deficit vs. asset-based discourse. The data and findings 
for each document is reported in Chapters 4 (SIP Template), 5 (HCPS Principal Rubric), and 6 
(HCPS Teacher Perception Inventory). This data in conjunction with the reflections in my 
journal served as the bases of my synthesized findings in Chapter 7 and recommendations in 
Chapter 8.  
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CHAPTER FOUR 
FINDINGS: DISCOURSE ANALYSIS OF SCHOOL IMPROVEMENT TEMPLATE 
Introduction 
 My discourse analysis of the state of Florida School Improvement Plan Template 
(Appendix A) took place in several phases. First, the general reading of the template served as an 
uncritical read to help familiarize myself with the template in preparation for analysis. The 
second phase includes the reading of the template as a whole in search evidence of the document 
genre, major framing Discourses, either deficit or appreciative, to include how those Discourses 
are foregrounded, back-grounded, and/or presupposed. Finally, individual sentences, words, and 
phrases were analyzed leading to a narrowed contextualized interpretation of the rubric that 
answers the first research question; in what ways are deficit-based and asset-based discourses 
present in the following key local school district policy documents? Chapter 4 is devoted to 
answering the first research question based on the discourse analysis of the state of Florida 
School Improvement Plan Template also known as the SIP. The chapter ends with a discussion 
of key findings from the discourse analysis and key reflections drawn from my research journal 
kept during the process. 
Text as a Whole 
 The genre for this text is a planning template. In this case, it is the planning template 
(Appendix A) required of the state of Florida for all schools in the Differentiated Accountability 
(DA) program based on previous years’ Florida Standards Assessment scores, more specifically, 
schools that received a grade of D or F the previous year. It is schools in the DA program which 
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our district has targeted for intensive turnaround support. Non-DA schools are not required to 
complete a SIP to the state. The very fact a school is in DA for the state Florida indicates they 
have been identified with deficits. The first section of the template establishes the authority of 
the State to require schools to use the template under a section called “SIP Authority”: 
Section 1001.42(18), Florida Statutes, requires district school boards to annually approve 
and require implementation of a school improvement plan (SIP) for each school in the 
district that has a school grade of D or F. 
 
This is followed by a section purposed to outline the purpose of the SIP with an admonishment 
to schools as to how the document should be consider a “living document.” The SIP is described 
as an “artifact” used to “review data”, “set goals”, “create an action plan”, and “monitor 
progress.” The planning template is intended to be a collaborative effort among stakeholders at a 
school designed to improve student achievement. The format of the template; targeted data 
points, questions driving goal setting, structure of the plan, and process for monitoring of the 
plan are dictated by the State. Therefore, the identification of the genre as “planning template” is 
further informed by the reality of this template being created exclusively by the state for the 
purpose of monitoring the progress of a school.  
Framing 
 Knowing the genre of the document (required planning template of struggling schools by 
the State) gives special emphasis to the foregrounding of major components of the planning 
template because it gives insight into what is prioritized by the State in the SIP process. The 
planning template is broken up into 5 main parts with each main part containing sub categories 
which further define the State’s parameters for school improvement. The main categories and 
sub-categories for the rubric are detailed in Table 4.1. 
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Table 4.1 – State of Florida SIP Template: Main Categories  
 
 
 
 
Based on the foregrounded framing of the planning template, it can be inferred the state 
prioritizes, as important to school improvement, that schools know or can give account of their 
information and that what they need is important to their plan for improvement. The plan also 
foregrounds having specifics plans for Title 1 schools (those which are at a certain level of 
students on Free and Reduced Lunch) because those schools need additional support. All DA 
schools are also Title 1 thus further establishing the correlation between income and performance 
level (Valencia, 2010). Finally, the state acknowledges this process will require funding and they 
expect those funds to be spent in an accountable fashion using a budget. 
Table 4.2 shows the sub categories that correspond to a “Main Part” of the state mandated 
SIP template. This gives a clear presupposition, a clear statement as to what is important, for 
each of the Main Parts, 
Table 4.2 - Relationship to Sub Headings and Number of Elements  
Main Categories 
Part 1 – School Information 
Part 2 – Needs Assessment/Analysis 
Part 3 – Planning for Improvement 
Part 4 – Title 1 Requirements 
Part 5 - Budget 
Main Parts Sub Categories for each Main Part 
Part 1 – School Information School Mission and Vision 
School Leadership Team 
Early Warning Systems  
Part 2 – Needs Assessment/Analysis Assessment & Analysis 
School Data 
Part 3 – Planning for Improvement Area of Focus 
Action Step 
Plan to Monitor Effectiveness 
Person Responsible 
Part 4 – Title 1 Requirements Questions around Additional Title 1 Requirements 
Part 5 - Budget Budget 
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Table 4.2 shows the states presupposition that the most important information about a school is 
its mission and vision, identity of school leadership team members, and knowledge of early 
warning systems. The overall structure of the SIP template also presupposes the plan should 
focus on “Area of Focus” based on what a school “needs.” The structure appears to omit 
planning based upon what a school has or is already demonstrating as a strength.  
 The plan also places a significance on data. Certain data points are asked for or present in 
each of the 5 Main Parts of the SIP template. Table 4.3 shows the key data points reflected on the 
template for each of the Main Parts. 
Table 4.3 – Key Data Points Presupposed as Important to SIP by State of Florida 
 
Main Part Key Data Points Presupposed as Important to SIP by State of Florida 
Introduction -School Address 
-Grades Served 
-Title 1 Yes or No 
-Free & Reduced Lunch Rate 
-Primary Service Type 
-Charter School: Yes or No 
-Minority Rate 
-School Grade History 
Part 1 –  
School Information 
-School Mission & Vision 
-School Leadership Team members & duties 
-Early Warning Indicator: Attendance below 90% 
-Early Warning Indicator: One or more suspensions 
-Early Warning Indicator: Course failure in ELA or Math 
-Early Warning Indicator: Level 1 on statewide assessment 
-Early Warning Indicator: Students exhibiting two or more indicators 
-Early Warning Indicator: Retained students current & previous years 
Part 2 –  
Needs 
Assessment/Analysis 
-School data from each of 9 FSA cells for two previous years (See Appendix A) 
-Early Warning Indicator by grade level 
-Subgroup performance data on 9 FSA cells (See Appendix A) 
Part 3 –  
Planning for 
Improvement 
-Qualitative answers to key questions (See Appendix A) 
Part 4 –  
Title 1 Requirements 
-Qualitative answers to key questions (See Appendix A) 
Part 5 – Budget SIP dollars allocated by state (provided by state) 
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Sentence by Sentence 
 A sentence-by-sentence analysis was conducted to identify key sentences within the 
template based whether or not the sentence reflects deficit discourse, appreciative discourse, 
conflicting discourse, or neutral discourse. The analysis did not include every sentence of the 
template. It only included sentences which are relevant to my practice as a principal in the State 
of Florida at a Title 1 school in the Differentiated Accountability system thus required to 
complete a SIP.  
Deficit Discourse 
 Table 4.4 reflects the sentences in each Main part which represent a deficit Discourse. 
The bolded words represent those words which most give the sentence a deficit implication. 
Table 4.4 – Sentences with deficit implication per Main Part on 2018-2019 Florida SIP 
 
Main Part Sentences on SIP Template Reflecting Deficit Discourse 
Part 1 –  
School Information 
-The number of students by grade level that exhibit each early warning indicator. 
-The number of students identified by the system as exhibiting two or more early 
warning indicators: 
- The number of students identified as retainees 
Part 2 –  
Needs 
Assessment/Analysis 
- Which data component performed the lowest? Is this a trend? 
- Which data component showed the greatest decline from prior year? 
- Which data component had the biggest gap when compared to the state average? 
Part 3 –  
Planning for 
Improvement 
- Develop specific plans for addressing the school's highest-priority needs by 
identifying the most important areas of focus based on any/all relevant school data 
sources, including the data from Section II (Needs Assessment/Analysis). 
Part 4 –  
Title 1 Requirements 
-Describe how the school ensures the social-emotional needs of all students are 
being met, which may include providing counseling, mentoring and other pupil 
services 
- Describe the strategies the school employs to support incoming and outgoing 
cohorts of students in transition from one school level to another 
- how an inventory of resources is maintained and any problem-solving activities 
used to determine how to apply resources for the highest impact 
Part 5 –  
Budget 
None  
 
Part 1 under School Information asks 3 questions pertaining to “early warning systems.” The 
three questions are listed in Table 4.4 as having deficit implications. Part 2 (Needs 
Assessment/Analysis) on the SIP template asks schools to consider 5 questions as part of the 
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process and Table 4.3 shows that 3 of the 5 have deficit implications. The bolded sentence as the 
start of Part 3, what appears to be the heart of the SIP by stating what a school will actually do to 
improve, admonish the school to address “highest-priority needs.” Part 4 (Title 1 Requirements) 
asks 5 questions of schools around their approach to meeting Title requirements. One of those 
questions, the question in Table 4.4, connects the highest impact to lifting a Title 1 school to 
“problem-solving.” Another sentence again reinforces the deficit concept of action based on 
“needs” over “strengths.” Another sentence implies the need of “support” for incoming students 
thus assuming they do not already possess skills needed to be successful.  
Appreciative Discourse 
 Table 4.5 reflects the sentences in each Main part which represent an appreciative 
Discourse. The bolded words represent those words which most give the sentence an 
appreciative implication. 
Table 4.5 – Sentences with deficit implication per Main Part on 2018-2019 Florida SIP 
 
Main Part Sentences on SIP Template Reflecting Appreciative Discourse 
Part 1 –  
School Information 
- Describe the roles and responsibilities of the members, including how they serve 
as instructional leaders and practice shared decision making 
Part 2 –  
Needs 
Assessment/Analysis 
- Which data component showed the most improvement? Is this a trend? 
- Describe the actions or changes that led to the improvement in this area 
Part 3 –  
Planning for 
Improvement 
None 
Part 4 –  
Title 1 Requirements 
-Describe the strategies the school uses to advance college and career 
awareness, which may include establishing partnerships with business, 
industry or community organizations 
Part 5 –  
Budget 
None  
 
Part 1 (School Information) asks for one piece of appreciative data around how instructional 
leaders as the school practice shared decision making. Part 2 (Needs Assessment/Analysis) on 
the SIP template asks schools to consider 5 questions as part of the process and Table 4.5 shows 
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that 2 of the 5 have appreciative implications. Only one of the questions in the plan around Title 
1 requirements comes from the appreciative Discourse. It is around advancing college & career 
awareness and establishing community partnerships. 
Conflicting Discourse 
Table 4.6 reflects the sentences in each Main Part which represent a conflicting 
Discourse. The bolded words represent those words which most give the sentence an implication 
of both deficit and appreciative Discourses 
Table 4.6 – Sentences with conflicting Discourse per Main Part on 2018-2019 Florida SIP 
 
Main Part Sentences on SIP Template Reflecting Appreciative Discourse 
Part 1 –  
School Information 
None 
Part 2 –  
Needs 
Assessment/Analysis 
None 
Part 3 –  
Planning for 
Improvement 
None 
Part 4 –  
Title 1 Requirements 
- Describe how the school plans to build positive relationships with parents, 
families, and other community stakeholders to fulfill the school's mission and 
support the needs of students 
- Describe the process through which school leadership identifies and aligns all 
available resources (e.g., personnel, instructional, curricular) in order to meet the 
needs of all students and maximize desired student outcomes. 
Part 5 –  
Budget 
None  
 
The conflicting discourse is concentrated in Main Part 4. The implication is building positive 
relationships with stakeholders is connected to supporting “needs” and that by meeting “needs” it 
increases the chance that desired outcomes can be maximized.  
Neutral Discourse 
There were no sentences on the template which reflected a neutral Discourse as it relates 
to deficit or appreciative text.  
 
63 
 
Words and Phrases 
 The final analysis of the SIP template centers on the presence of words and phrases that 
help reinforce a deficit or appreciative Discourse The highlighted key words and phrases in the 
Table 4.7 created for this chapter further illustrate the tension between frames in the rubric. 
Table 4.7 – Words and Phrases from the SIP Reflecting Deficit or Appreciative Discourse 
 
Deficit Discourse 
Several key terms that support deficit Discourse appear throughout the SIP template. 
One, the state places an emphasis on planning to improve a school around meeting a “need.” The 
connotation of the word “need” implies that something is missing and something else must be 
present in order for success to be achieved. Two, the state classifies the most relevant 
information needed about a school for improvement to be indicative of a “warning.” Three, no 
words of phrases attributed to appreciative Discourse were found in Main Part 3 or Main Part 5  
Appreciative Discourse 
 The document had several key words and phrases to shed light on positive actions a 
school should engage in during the school improvement process. Shared decision making, 
Main Part Word/Phrase – Deficit Word/Phrase - Appreciative 
Part 1 –  
School Information 
-early warning 
-retainees 
-shared decision making 
Part 2 –  
Needs Assessment/Analysis 
-performed the lowest 
-greatest decline 
-biggest gap 
-most improvement 
Part 3 –  
Planning for Improvement 
-Needs 
-Area of focus 
 
None 
Part 4 –  
Title 1 Requirements 
-support the needs 
-meet the needs 
-Problem solving 
-advance college and career awareness 
-establishing partnerships 
-build positive relationships 
-maximize desired student outcomes. 
Part 5 –  
Budget 
None  None 
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advancing college and career awareness, establishing partnerships, building relationships, and 
maximizing desired outcomes were all reflected in the SIP template.  
Key Findings 
The first research question at the heart of this study is “in what ways are deficit-based and 
asset-based Discourses present in the following key local school district policy documents?” My 
discourse analysis of the State of Florida School Improvement Template yielded several key 
findings as evidence which answer the first research question.  
First, the SIP template is a state document created solely under the authority of the 
Florida Department of Education and the template required of schools to gather data points is 
primarily rooted in deficit Discourse and thinking. The Main Part 2, Needs Assessment, is built 
around the concept of “early warning indicators” that serve as a list of deficiencies at the school. 
The plan asks for data around students who are demonstrating attendance below 90%, one or 
more suspensions, and/or failing Math and or ELA. There is no evidence of the plan asking to 
gather data around a student’s desires, dreams, and strengths.  
Second, the template appears to frame a school’s Title 1 status as a “problem” to be 
“solved.” Identifying a school as Title 1 and Economically Disadvantaged are part of the first set 
of data points asked of a school by the state. Planning for improvement in Part 3 implies that 
schools “need” something from the outside with apparently nothing of benefit already in their 
possession. 
Finally, as it relates to the research question around ways deficit based and asset-based 
Discourses present in the following key local school district policy documents, there does appear 
to be one glaring omission based on the framing of the planning template. There is no place for a 
school to explicitly articulate a strength and translate it into action. Virtually nowhere on the 
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template is a school asked to provide data around a strength. One question in Part 2 asks schools 
to share an area of improvement. The challenges facing Title 1 schools are well documented in 
research. However, emerging research cited in this study indicated a focus on a school’s 
strengths and a common vision around a plan to make the ideal a reality has promising results 
beyond those of just looking for warning indicators, need, and problems to be solved. 
Reflections on My Practice 
 Several key reflections, as evidenced in my research journal, prevailed during the 
discourse analysis of the State of Florida SIP template. As a practicing principal in the district, 
my thoughts during the research provide additional relevancy to the work which is significant. 
One, I transferred in the summer of 2018 from a high-performing, low poverty school 
where I served for seven years as the principal to a high poverty school in the Florida 
Differentiated Accountability system. My school is required to complete a School Improvement 
Plan. Where my previous school had a SIP, it was basically a compliance process. At my new 
school, the SIP plans is critical. Funding for projects at my school is based on the connection we 
can make to our SIP. This focus will be even greater between the SIP and state resources in 
coming years.  
Two, the SIP process at my current site is full of potential morale killers based on the 
deficit nature of the template. As the significance of the SIP increases in the coming years, I will 
need to engage more stakeholders in the process. In turn, I will need to look for more ways to 
make the process appreciative even if the template is dominated by deficit Discourse. It is easy to 
point out what is not working at my new site. I need to look for ways to articulate the positive, 
what is working, in my planning with stakeholders.  
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Finally, I need to make sure that I am collecting, sharing, and planning using positive 
data from my school. I need to ask stakeholders what they like, what motivates them, and what 
their ideal learning environment is. The challenges at my school are real. There is real struggle in 
educating students in poverty, but what are the positives? How can those be leveraged to 
motivate, inspire, and change the Discourse about schools like mine? 
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CHAPTER FIVE 
 
FINDINGS: DISCOURSE ANALYSIS OF PRINCIPAL EVALUATION RUBRIC 
 
Introduction 
 My discourse analysis of the HCPS Principal Evaluation Rubric took place in several 
phases. First, the general reading of the rubric served as an uncritical read to help familiarize 
myself with the rubric in preparation for analysis. The second phase includes the reading of the 
rubric as a whole in search evidence of the document genre, major framing Discourses, either 
deficit or appreciative, to include how those Discourses are foregrounded, back-grounded, and/or 
presupposed. Finally, individual sentences, words, and phrases were analyzed leading to a 
narrowed contextualized interpretation of the rubric that answers the first research question; in 
what ways are deficit-based and asset-based discourses present in the following key local school 
district policy documents? Chapter is a report on my findings resulting from a discourse analysis 
of the HCPS Principal Evaluation Rubric. The chapter will end with a discussion of key findings 
from the discourse analysis and key reflections based on my research journal kept during the 
process. 
Text as a Whole 
 The genre for this text is an evaluation rubric. In this case, it is a rubric used by 
Hillsborough County Public Schools to define best practice of and ratings for principals in the 
district (Appendix B). The HCPS handbook for the Principal Evaluation System states, 
“Hillsborough County Public Schools has developed a Principal and Assistant Principal 
Evaluation System that reflects current school leader standards and proven practices and is useful 
for improving performance.” There are several features of the rubric which are immediately 
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recognizable as common to most rubrics upon reading the rubric more critically. It is common 
understanding that most rubrics serve two purposes (Baker & Bloom, 2017). One, most rubrics 
define the parameters of what is being measured from least ideal to ideal. Two, it provides some 
quantifiable rating which is determined by the evaluator. It is the author of the rubric who sets 
the priority for that which is to be rated, in this case, principal practice in HCPS. The rubric 
language for the rubric examined for this study was drafted by district level administrators in 
HCPS with some consultation with principal supervisors and principals. The rubric was first used 
to evaluate the practice of principals for the 2015-2016 school tear. The discourse in the rubric 
does paint a clear picture of what the author of the rubric, district administrative principal 
supervisors, believe to be best practice for principals in the district. The rubric also assumes an 
“assignment”; that there is some previous action to be evaluated, and that the action was 
informed by a prompt that relates to the characteristics of best principal practice identified in the 
rubric.  
Framing of the Rubric 
 The framing of the rubric foregrounds a system of main categories, sub categories, 
elements, and ultimately ratings. It also gives further insight into the district principal supervisors 
definition of best principal practice namely to the extent it is rooted in deficit and/or asset based 
thinking. The main categories and sub-categories for the rubric are detailed in Table 5.1. 
Table 5.1 – HCPS Principal Evaluation Rubric: Main Categories & Sub-Categories 
 
Main Categories Sub Categories for each Main Category 
Instructional Leadership Achievement Focus & Results Orientation 
Instructional Expertise 
Human Capital Management Managing and Developing People 
Organizational / System Leadership Culture & Relationship Building 
Problem-Solving & Strategic Change Management 
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In addition, the purpose of a rubric is to rate the object of the evaluation and those ratings 
are also foregrounded in the rubric. The rubric features four ratings: requires action, progressing, 
accomplished, and exemplary. It is reasonably understood in rubrics that higher ratings are 
desired over lower ratings. In this case, “exemplary” is desired over “requires action.” My 
analysis for the rubric focused on the main categories of the rubric, the sub-headings, the 
elements, and finally the accomplished and exemplary language of the rubric because those are 
in fact the desired ratings for principal in the field.  
The foregrounding of the rubric clearly defines the aspects of principal practice that are 
important to the district as well as their willingness to assign ratings to how well a principal 
meets the criteria of practice set forth in each main category, sub category, and element. The 
foregrounding of the rubric is also very clear that each element will receive a rating which will 
range from the least desirable to more desirable. 
Presupposition 
A simple counting of the “elements” for each sub category gives indication as to which 
categories are of more emphasis to the authors of the rubric evidenced in Table 5.2. 
Table 5.2 - Relationship to Sub Headings and Number of Elements 
Sub Heading Number of Elements 
Achievement Focus & Results Orientation 5 
Instructional Expertise 2 
Managing and Developing People 7 
Culture/Relationship Building 7 
Problem-Solving & Strategic Management 5 
 
“Managing and Developing People” and “Culture/Relationship Building” have the most 
elements assigned on the rubric. This is followed by “Achievement Focus & Results Orientation” 
which is tied with “Problem-Solving & Strategic Management”. “Instructional Expertise” has the 
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fewest number of elements. Several of the words used for sub headings include themes with 
appreciative underpinnings to include “building” of culture, “developing” of people, and 
“strategic” management. This conflicts with underpinnings of deficit discourse naming the 
evoking of “problem solving.”  
Sentence by Sentence 
 A sentence-by-sentence analysis of the rubric “elements” and the rubric contents for both 
the “accomplish” and “exemplary” boxes reveals a contradictory tension in the rubric between a 
focus on deficit verses appreciative Discourse can be seen in the sentences which make up the 
“elements” of the rubric. There are 26 “elements” of effective principal leadership listed on the 
rubric. Table 5.3 shows which of the “elements” reflect the deficit based “problem solver” frame 
verses the asset based “appreciative/positive change” frame.  
Table 5.3 – Elements clearly differentiating between “Problem-Solver” Frame vs. 
“Appreciative, Positive Psychology”  
 
Sub-Category Deficit based “problem-solver” 
frame 
Asset-based “appreciative / positive 
psychology” frame. 
Achievement 
Focus and 
Results 
Orientation 
c. Sets challenging goals. 
Demonstrates persistence and 
overcomes obstacles to 
achieve goals. 
 
d. Exhibits a commitment to 
equity and creates a collective 
sense of urgency to close 
achievement gaps and prepare 
all students for college and 
career success. 
a. Holds self and others accountable for 
high academic achievement of all 
students. 
 
 
b. Communicates a clear, compelling 
vision of high academic achievement and 
inspires others to fulfill the vision by 
gaining buy-in and commitment. 
Instructional 
Expertise 
None a. Conducts high-quality classroom 
observations, identifies effective 
teaching practices, and understands 
pedagogy that results in improved 
student learning. 
Managing and 
Developing 
People 
None None 
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Culture and 
Relationship 
Building 
  a. Establishes collaborative 
relationships with internal and external 
stakeholders to achieve objectives.   
 
b. Creates a positive and safe 
environment for teachers, students, 
families, and the community. 
 
e. Communicates effectively with all 
stakeholders. 
 
f. Motivates, inspires, and moves other 
adults to feel ownership and take action. 
Problem-Solving 
and Strategic 
Change 
Management 
b. Identifies problems, 
analyzes root causes, and 
develops effective strategies to 
resolve issues. 
 
c. Develops and implements 
effective action plans, 
anticipates risks to achieving 
goals, and adapts to changing 
circumstances 
 
e. Builds buy-in from diverse 
stakeholders and, overcomes 
resistance to advance school 
improvement 
 
 
An analysis of the text reveals that 12 of the 26 “elements” on the rubric take a definitive path 
toward either deficit or asset discourse. Seven of the “elements” support the asset-based 
“appreciative/positive psychology” frame.  
Deficit Discourse 
Five of the elements support the deficit based “manager/problem solving” frame. The 
sub-heading of “Achievement Focus and Results Orientation” frames best practice of the 
principal around “overcoming obstacles” to “close the achievement gaps.” The sub-heading of 
Table 5.3 (Continued) 
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“Problem-Solving and Strategic Change Management” frames best practice of the principal 
around how well he or she “identifies problems” and “overcomes resistance.” This narrative 
reinforces larger Discourse around schools being “problems” in need of “solving.” The idea of 
“achievement gaps” is very prominent in educational circles. The “gap” implies the school is 
lacking something with no consideration for an asset that maybe applied to increasing student 
achievement. 
Appreciative Discourse 
The rubric contains strong appreciative discourse such as a call to “motivates, inspires, 
and moves other adults to feel ownership and take action” in the Culture and Relationship 
Building sub-heading and the rubric contains strong deficit discourse by suggesting a quality 
school principal “identifies problems, analyzes root causes, and develops effective strategies to 
resolve issues.” 
Conflicting Discourse 
The tension between the frames is also reflected in 4 of the 26 “elements” that represent a 
conflict between deficit and asset based discourse within the “element.” Table 5.4 shows the 
insinuation that both deficit and asset based practices are required for a principal to be effective.  
Table 5.4 Elements Where One “Element” Appears to Reflect Both Frames  
Sub-Category Elements reflecting both frames  
(4 out of 26) 
Managing and 
Developing People 
a. Provides clear expectations for staff performance and communicates 
success and needed improvements regularly. 
 
d. Effectively identifies high and low performers, retains high 
performers, and develops or exits low performers. 
73 
 
Culture and 
Relationship 
Building 
c. Resolves conflict in a direct but constructive manner, seeking "win-
win" solutions. 
 
g. Regularly reflects, accurately assesses own strengths and growth 
areas, seeks feedback, and professional development to improve. 
 
The highlighted items in Table 5.4 insinuates that managing and developing effectively requires 
a principal to both communicate success and point out faults. The text in the table insinuates that 
culture and relationships are cultivated by not focusing on strengths alone but also includes a 
focus on growth areas.  The conflicting discourse is troubling to me as a principal. It is difficult 
to be rated on a rubric which demands opposing actions in order to be rated as effective in the 
same domain. 
Accomplished & Exemplary Overview 
 Principals in HCPS strive for ratings on the rubric of “accomplished” or “exemplary.” 
My analysis of the sentences which make up these sections is important in analyzing for the 
dominant framing in the two most desired ratings. Each of the 26 “elements” has additional 
discourse associated which was determined by the authors to distinguish the practice of a 
principal in HCPS as “accomplished” or “exemplary” in the “element.” Table 5.5 represents the 
analysis done of text reflecting either the sentences that most associated with the deficit based 
“problem solver” frame or the asset based “appreciative/positive change” frame. 
“Accomplished” and “exemplary” boxes on the rubric were selected because they are the desired 
ratings of principals in the district.  
Table 5.5 – “Problem-Solver” Frame vs. “Asset-based, Positive Psychology” Frame:  
Accomplished and Exemplary boxes  
 
Sub-Category Deficit based “manager / problem-
solver” frame 
Asset-based “appreciative / positive 
change” frame. 
Achievement 
Focus and 
Anticipates, adapts, and persists in 
the face of obstacles and responds in 
a positive, solutions-oriented manner. 
Clearly and effectively communicates a 
vision of high academic achievement for 
all students and a path for reaching the 
Table 5.4 (Continued) 
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Results 
Orientation 
 
 
 
Effectively initiates, engages in, and 
models courageous conversations 
about equity gaps and implements 
strategies to eradicate inequities in 
their school. 
vision to internal and external 
stakeholders 
 
Focuses relentlessly on student outcomes 
and successfully leads teachers and staff 
to achieve dramatic learning gains for 
every student. 
 
Instructional 
Expertise 
Regularly conducts strategically 
focused classroom observations and 
walkthroughs that are based on the 
needs of teachers 
 
Supports and develops staff ability to 
analyze quantitative and qualitative 
data to identify content that students 
did not learn and guide grouping and 
re-teaching strategies. 
 
Works with staff to make frequent 
updates to the intervention plan for 
students or sub groups not making 
progress. 
 
Builds the capacity of staff to 
effectively develop, adapt, and 
implement rigorous curriculum 
aligned to the Florida Standards to 
effectively address all students 
learning needs and identify content 
students did not learn 
 
Managing and 
Developing 
People 
Gives high-performing teachers 
increasing responsibility and 
challenges. 
 
Assigns highly effective teachers to 
students most in need.   
 
 
Works with individuals to set specific 
development goals linked to each 
person’s strengths and growth areas and 
ensures that they are on track to meet 
them. 
 
Engages in regular dialogue with teachers 
and staff about their development. 
Consistently provides manageable 
feedback that supports learning and 
results in improved practice. 
 
Regularly disaggregates data to identify 
teacher-specific trends, strengths, and 
growth areas. Uses data to provide 
differentiated, job-embedded professional 
development and determine the most 
impactful supports for each teacher. 
Actively supports effective induction for 
new teachers 
Table 5.5 (Continued) 
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Strategically plans development activities 
to leverage high-performing teachers 
 
Leverages teacher relationships to 
remain up-to-date on future plans and 
anticipate turnover. Builds networks to 
identify and recruit high-potential 
candidates. 
 
Strategically places teachers in grade 
level levels and content areas based on 
their skills, strengths, and 
qualifications. 
 
Capitalizes on the strengths of existing 
staff by teaming them with new teachers. 
Culture and 
Relationship 
Building 
Actively listens to others and seeks to 
understand and address their 
perspectives and needs. 
 
Pursues development opportunities to 
improve in growth areas 
 
Creates a climate which stakeholders 
treat one another with dignity and 
respect 
 
Ensures that each student is valued 
through systems that foster and facilitate 
strong connections with other students 
and adults 
Problem Solving 
and Strategic 
Change 
Management 
Effectively identifies problems. 
 
 
 
Anticipates problems before they 
occur. Regularly leads stakeholders in 
a process to understand root causes of 
issues and help develop effective 
strategies to resolve them. 
 
Anticipates and prepares for potential 
risks and challenges.   
 
 
Recognizes the impact of change on 
others, and proactively anticipates and 
manages resistance.   
Motivates, inspires, and moves other 
adults to take action to achieve ambitious 
goals. 
 
Regularly reflects on and accurately 
assesses own strengths and substantive 
growth areas. 
 
 
 
Converts resistance to support by 
engaging concerned stakeholders and/or 
leveraging supporters to influence 
others. 
 
The tension between both Discourses is often present in the same statement related to the 
“element.” For example, under the sub-heading for Achievement Focus and Results Orientation, 
element “c” focuses on setting challenging goals. The text under “accomplished” states: 
Table 5.5 (Continued) 
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“Helps teachers and staff set, monitor, and achieve challenging goals based on student outcomes. 
Anticipates, adapts, and persists in the face of obstacles and responds in a positive, solutions-
oriented.” The statement includes an appreciative Discourse around teachers and staff achieving 
challenging goals however, the context of success is around a deficit-based discourse of facing 
obstacles. 
 There is an example of the “accomplished” foregrounding a deficit Discourse while the 
“exemplary” box foregrounds an appreciative Discourse. Under element “e” of “Problem-
Solving and Change Management” the “accomplished” box Discourse centers on deficit 
Discourse of “managing resistance” while the “exemplary” box centers on appreciative 
Discourse of “leveraging support to influence others.” 
 The contradictory nature of the rubric language is problematic for a principal. It forces 
principals to consider, in the case of the rubric, what a student or school does not have or 
possess, as well as, identifying strengths. In some instances of leadership, both of these actions 
might be necessary. However, in the context of the rubric, I can be marked “accomplished” in  
“Problem Solving and Strategic Change Management” without ever having to consider 
“strengths” because that is not mentioned until the “exemplary” rating. This could potentially be 
avoided if appreciative thinking was applied more intentionally in the rubric. 
Neutral Discourse 
Table 5.6 shows 10 of the 26 “elements” contain “neutral” discourse, which does not 
advance either of the frames of principal leadership framing my analysis 
Table 5.6 Element text in rubric reflecting “neutral” discourse toward frames. 
Sub-Category Neutral Frame (10 out of 26) 
Achievement Focus 
and Results 
Orientation 
None 
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Instructional 
Expertise 
b. Uses data to differentiate and prioritize instructional supports and 
interventions and supports teachers in using data to differentiate 
instruction. 
 
c. Ensures students master standards by aligning curriculum, instructional 
strategies, and assessments. 
Managing and 
Developing People 
b. Uses multiple methods to evaluate teacher and staff effectiveness and 
provides timely, targeted, and actionable feedback. 
 
c. Uses student and observation data and disaggregates school data to plan 
and target job-embedded professional development and support for 
teachers. 
 
e. Distributes and develops staff leadership and builds teacher teams able 
to advance teaching and learning. 
 
f. Exhibits effective recruitment, interview, and selection skills that lead 
to quality hiring decisions. 
 
g. Effectively assigns teachers to classes and provides quality onboarding 
experiences for new teachers. 
Culture and 
Relationship 
Building 
d. Embraces diverse viewpoints and solicits stakeholder input in decision-
making. 
 
Problem-Solving 
and Strategic 
Change 
Management 
a. Collects, analyzes, and uses multiple forms of data to make decisions. 
 
d. Proactively plans and creates systems to accomplish school-wide goals. 
 
Words and Phrases 
 The final analysis of the text centers on the presence of words and phrases that help 
reinforce the “manager/problem-solver” deficit frame verses the asset-based 
“appreciative/positive psychology” frame. The highlighted key words and phrases in the Table 
5.7 created for this chapter further illustrate the tension between frames in the rubric. 
 
 
 
Table 5.6 (Continued) 
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Table 5.7 – “Problem-Solver” Frame vs. “Asset-based, Positive Psychology” Frame: Words 
and Phrases from “Elements” & Corresponding Text Under “Accomplished” & “Exemplary” 
 
Sub-Heading Word/Phrase – Deficit Word/Phrase - Asset 
Achievement Focus 
and Results 
Orientation 
overcomes obstacles 
close achievement gaps 
high academic achievement 
inspires others to fulfill the vision 
 
Instructional 
Expertise 
Needs 
Student did not learn 
Student not making progress 
identifies effective teaching practices 
 
Managing and 
Developing People 
Communicates needed 
improvements 
Identifies low performers 
identifies high performers 
communicates success 
Goals linked to strength 
Leverage high performers 
Leverage teacher relationships 
Culture and 
Relationship 
Building 
Resolves conflict 
Needs 
Assess own strengths 
Establish collaborative relationships 
Problem-Solving 
and Strategic 
Change 
Management 
Identify problems 
Anticipates risk 
Overcomes resistance 
Manage resistance 
Motivates 
Inspires 
moves 
 
 
The connotation of key terms and phrases further illustrates the tension in the text 
between the deficit discourse frame and the asset discourse frame.  
Deficit Discourse 
Several key terms that support the deficit frame appear throughout the rubric. One is 
“need” which insinuates the primary impetus for change is the lack of something. This is directly 
counter to the appreciative leadership belief that change begins by identifying what is possessed 
or already working within an organization. Two is “gaps.” The “achievement gap” is a popular 
construct to identify the presence of skills possessed by one group of teachers and students over 
another group. Finally, the construct of “managing” to include “identifying problems”, “risk”, 
and “resistance.” The connotation of these words almost brings a crime fighting or militaristic 
tone to the work of school leadership. 
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Appreciative Discourse 
The tension between frames is also present in two words and phrases that closely align 
with the asset-based “appreciative/positive psychology” frame. One is “leverage.” The rubric 
places value on leveraging strengths and relationships to produce positive change. The 
“leveraging” mentioned in the sub-category for Managing and Developing people references 
specifically the leveraging of “high performers.” This represents high alignment to the 
appreciative leadership concept of leveraging what is working to make the ideal a reality. At the 
core of Appreciative Inquiry is the using of strengths to plan toward the ideal. This calls for a 
principal to spend time with high performing teachers over low performing teachers which is 
also not only a more appreciative practice but a paradigm shift in leadership. The second is 
“inspire” and/or “motivate.” This does appear to be in conflict with the construct of being one 
who “overcomes resistance” in the sub-category of Problem-Solving and Strategic Change 
Management however the exertion of motivation and inspiration as the mode the approach to 
“overcomes” over intimidation and subordination is highly aligned to appreciative thinking.  
Key Findings 
 The first research question at the heart of this study is “in what ways are deficit-
based and asset-based discourses present in the following key local school district policy 
documents?” My discourse analysis of the HCPS principal evaluation, along with thoughts from 
my reflection journal, yielded several key findings that help answer my first research question.  
First, the reading of the rubric as a whole revealed two primary Discourses that dominate 
the text. First, the rubric appears to be framed using a deficit based “problem solver” Discourse 
around principal leadership. Conversely, the rubric framed using an asset-based 
“appreciative/positive psychology” Discourse around principal leadership. For example, the 
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rubric explicitly calls for principals to “motivate” and “inspire” those they lead. Research for this 
study defended a position that school leadership through as asset based or appreciative lens is 
emerging in the field of education. The discursive nature of the rubric suggests a register more 
reflecting tension between a traditional view of school leadership and emerging view of school 
leadership aligned with positive psychology. 
Secondly, the dialogic tension between the two Discourses becomes more complicated as 
the focus of the discourse analysis narrows to sentences. The evidences shows instances where 
sentences written to reflect the same “element” or to rate principal behavior as “accomplish” or 
“exemplary” actually contain text foregrounding both Discourses. This sets up an expectation for 
the principal to be both deficit minded and asset minded in practice within the same domain. 
Researcher cited in Chapter 2 explicitly outlines the harmful nature of deficit thinking in schools 
which creates a significant dialogic conflict within the rubric. 
Thirdly, in several cases, the words used to identify “accomplished” practice carried a 
more deficit connotation and words used to identify “exemplary” practice carried a more 
appreciative connotation for the same element. There were also examples words carrying 
different connotations, one deficit and one appreciative, in the same sentence. Is it possible for a 
principal to be deficit minded and appreciatively minded at the same time effectively? Research 
in Chapter 2 suggests otherwise. 
Reflections on My Practice 
 Several key reflections, as evidenced in my research journal, prevailed during the 
discourse analysis of the rubric. As a practicing principal in the district, my thoughts during the 
research provide additional relevancy to the work which is significant. 
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One, it is impossible to separate the HCPS Principal Evaluation Rubric from any 
reflection on practice as a principal in HCPS. The rubric is embedded in virtually all aspects of 
the work from goal setting, professional development, evaluation, and even bonus compensation. 
This reality makes my personal reflections on implications around a discourse analysis of the 
rubric significant.  
Two, the importance of the rubric to my practice, the tension between deficit and 
appreciative Discourses found in the rubric, and what the literature reviewed for this study 
revealed about the harmful effects of deficit thinking in schools is unsettling in how it advocates 
for both a deficit and appreciative approach to the principal practice. As a principal in the 
district, I can testify to the comprehensive use of this rubric as a tool of evaluation, professional 
development, and calls for personal reflection. Research conducted for this study shows the 
harmful effects of deficit thinking and discourse in schools and school leadership while also 
showing an emerging advantage for schools and schools leadership with the rising influence of 
appreciative leadership and positive psychology. If deficit thinking is harmful, then why am I 
being rated on how good I am at deficit thinking? If appreciative thinking is emerging as an 
effective tool of principal best practice, then why is it not more prominent in the rubric? 
 Finally, connotations that exist around the ratings, “Requires Action”, “Progressing”, 
“Accomplished”, and “Exemplary” reflect the tension of deficit verses asset based discourse that 
exist in every day school practice. I was serving as a Principal in HCPS when the rubric was 
implemented. There was much debate over the use of the term “progressing” which originally 
was called “developing” on the rubric. While “progressing” carries a positive, even appreciative, 
connotation in most context it represented a rating in the lower half of ratings on the rubric. It is 
not a desirable rating for practicing principals in HCPS. In addition, a rating of “accomplished” 
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is considered to be good or at the very least good enough. How can a rating be good or good 
enough if the text associated with it contains deficit language and appreciative language is only 
found in the “exemplary”. Furthermore, raters using the rubric to evaluate in the district associate 
“exemplary” as a place that is “visited” and most people do not “live in exemplary.” If 
“exemplary” ratings are to be rare and that is where the appreciative language is found, then am I 
being motivated at a high enough level to practice appreciatively in my work as principal? 
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CHAPTER SIX 
 
FINDINGS: DISCOURSE ANALYSIS OF TELL PERCEPTION SURVEY 
 
Introduction 
 My discourse analysis of the annual HCPS TELL perception survey of faculty (Appendix 
C) took place in several phases. First, the general reading of the survey served as an uncritical 
read to help familiarize myself with the template in preparation for analysis. The second phase 
includes the reading of the survey as a whole in search evidence of the genre, major framing 
Discourses, either deficit or appreciative, to include how those Discourses are foregrounded, 
back-grounded, and/or presupposed. Finally, individual sentences, words, and phrases were 
analyzed leading to a narrowed contextualized interpretation of the survey that answers the first 
research question; in what ways are deficit-based and asset-based discourses present in the 
following key local school district policy documents? Chapter 6 includes the findings of a 
discourse analysis of the HCPS annual TELL perception survey of faculty. The chapter ends 
with a discussion of key findings from the discourse analysis and key reflection based on my 
research journal kept during the process. 
Text as a Whole 
 The genre for this text is of a survey. In general, surveys are used to gage public opinion. 
In this case, each school in HCPS is encouraged to have each faculty member complete the 
survey (Appendix C) to gage perception of how well the school is operating. Faculty responses 
are anonymous. The results of the survey are used to inform principal evaluations and drive goal 
setting for the next year. The results also shared with the media upon request and often are 
printed for the general public.  
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The survey is intended to be a safe place for faculty to give input on the running of a school. In 
reality, the survey is much more to include a source for evaluation and the results are a tool of 
the media to help derive a narrative about schools to the public.  
Framing 
 The genre of the survey as a tool to give input from faculty on the operations of the 
school gives special emphasis to the foregrounding of major survey categories agreed upon by 
HCPS and the proprietors of the TELL Survey.  The survey is broken up into eight composite 
factors that frame and foreground the important components that define a well operated school. 
Table 6.1 – HCPS Tell Perception Survey of Faculty: Composite Factors 
 
 
 
 
 
 
Based on the foregrounded framing of the survey, it can be inferred that HCPS prioritizes these 
factors by raising them to the level of asking faculty for their opinion. The role these categories 
play in framing the perception of the principal is slightly backgrounded in the survey. While no 
category explicitly list the principal, it is the survey results, those generated from the faculty, 
which will be used to inform the principal’s evaluation. The significance of the survey is 
prominently foregrounded in the last question. In a small composite at the end entitled “Overall” 
(not included in Table 6.1) teachers are asked to strongly agree, agree, disagree, or strongly 
Composite Factors 
Factor 1 – Time 
Factor 2 – Facilities & Resources  
Factor 3 – Community Support & Involvement 
Factor 4 – Managing Student Conduct 
Factor 5 – Teacher Leadership 
Factor 6 – School Leadership 
Factor 7 – Professional Development 
Factor 8 – Instructional Practices & Support 
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disagree with the statement, “In this school, we use the results of the 2017 TELL HCPS survey 
for school improvement planning.”     
Presupposition 
Table 6.2 shows the sub categories that correspond to a “Composite Factor” of the state 
mandated SIP template. This gives a clear presupposition, a clear statement as to what is 
important, for which of the factors HCPS wants the most information.  
Table 6.2 – Number of Questions for Each HCPS Tell Survey Factor 
 
 
 
 
 
Table 6.2 shows that HCPS asks the most survey questions about “School Leadership.” While 
the framing of the survey is intended to be a picture of the school as a whole, the number of 
questions presupposes an emphasis on getting more perception information specifically on the 
role of school leaders. Furthermore, in my role as principal, discussion around the survey has 
been dominated around factor 4 “Managing Student Conduct” at the schools I have served. It is 
tied for the fewest number of questions for any of the factors.  
The survey is actually a series of statements about school practice which each faculty 
member is asked to “Strongly Agree”, “Agree”, “Disagree”, or “Strongly Disagree.”  
Table 6.3 – Four Possible Answers to the Survey Prompts 
 
Four Possible Survey Prompts Responses 
Strongly Agree 
Agree 
Disagree 
Strongly Disagree 
Composite Factor # of Survey Questions 
Factor 1 – Time 7 
Factor 2 – Facilities & Resources  9 
Factor 3 – Community Support & Involvement 8 
Factor 4 – Managing Student Conduct 7 
Factor 5 – Teacher Leadership 8 
Factor 6 – School Leadership 22 
Factor 7 – Professional Development 12 
Factor 8 – Instructional Practices & Support 14 
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The use of these “intensity” ratings does factor into the reflection and evaluation protocols that 
surround the TELL. 
Sentence by Sentence 
 A sentence-by-sentence analysis was conducted to identify whether or not the survey 
stem reflects deficit discourse, appreciative discourse, conflicting discourse, or neutral discourse. 
The analysis did not include every sentence of the TELL. It only included survey stems from the 
eight factors which faculty are asked to give an intensity rating based on Appendix C. 
Deficit Discourse 
 Table 6.4 reflects the sentences in each Composite Factor that represent a deficit 
Discourse. The bolded words represent those words that most give the sentence a deficit 
implication. 
Table 6.4 – Survey Stems Reflecting Deficit Discourse in the 8 Factors of the HCPS TELL 
 
Composite Factor Survey Stems with Deficit Discourse 
Factor 1 – Time Teachers are allowed to focus on educating students 
with minimal interruptions. 
 
Efforts are made to minimize the amount of routine 
paperwork teachers are required to do. 
 
Teachers are protected from duties that interfere with 
their essential role of educating students. 
Factor 2 – Facilities & Resources  None 
Factor 3 – Community Support & Involvement None 
Factor 4 – Managing Student Conduct Students at this school follow rules of conduct. 
 
School administrators consistently enforce rules for 
student conduct 
 
Teachers consistently enforce rules for student conduct 
Factor 5 – Teacher Leadership None 
Factor 6 – School Leadership None 
Factor 7 – Professional Development Professional development is differentiated to meet the 
needs of individual teachers. 
Factor 8 – Instructional Practices & Support None 
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Three of the seven survey questions under the factor of “Time” reflected a deficit Discourse. The 
same is true of the three survey stems for “Managing Student Conduct.” There is one stem each 
for “Professional Development” and “Instructional Practices & Support.” Four of the factors had 
no stems that reflected deficit Discourse.  
 The purpose of the survey is for teachers to give a level of agreement to the statements 
stems. The act of asking someone to “agree” to a deficit statement is significant. The stems in 
Table 6.4 appear to give a deficit connotation to the concepts of teacher duty, student behavior, 
and whether or not professional development meets the “needs” of teachers. The one stem under 
“Managing Student Conduct” reinforces deficit Discourse in a striking way. The stem asks 
teachers to give a level of agreement to whether or not students “follow rules” and whether 
school administrators & teachers “enforce rules.” The connotation of “enforce” and “rules” omits 
key aspects of optimizing student behavior reinforced in AI or AOE. Principles such as 
relationship building or student input into constructing the school environment in an effort to 
foster an ideal learning setting lack reinforcement explicitly in the survey. 
Appreciative Discourse 
 Table 6.5 reflects the sentences in each Composite Factor that represent a deficit 
Discourse. The bolded words represent those words that most give the sentence a deficit 
implication. 
Table 6.5 – Survey Stems Reflecting Appreciative Discourse in the 8 Factors of the HCPS 
TELL  
 
Composite Factor Survey Stems with Appreciative Discourse 
Factor 1 – Time None 
Factor 2 – Facilities 
& Resources  
Teachers have sufficient access to appropriate instructional materials. 
 
Teachers have sufficient access to instructional technology, including computers, 
printers, software, and Internet access. 
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Teachers have access to reliable communication technology, including phones, faxes, 
and email. 
 
Teachers have sufficient access to office equipment and supplies such as copy 
machines, paper, pens, etc. 
 
Teachers have sufficient access to a broad range of professional personnel 
 
The school environment is clean and well maintained. 
 
Teachers have adequate space to work productively. 
 
The physical environment of classrooms in this school supports teaching and 
learning. 
 
The reliability and speed of Internet connections in this school are sufficient to 
support instructional practices 
 
Factor 3 – 
Community 
Support & 
Involvement 
Parents/guardians are influential decision makers in this school.  
 
This school maintains clear, two-way communication with the community 
 
The school does a good job of encouraging parent/guardian involvement. 
 
Teachers provide parents/guardians with useful information about student learning. 
 
Parents/guardians know what is going on in this school. 
 
Parents/guardians support teachers, contributing to their success with students. 
 
Community members support teachers, contributing to their success with students. 
 
The community we serve is supportive of this school. 
Factor 4 – 
Managing Student 
Conduct 
Students at this school understand expectations for their conduct 
 
The faculty work in a school environment that is safe 
Factor 5 – Teacher 
Leadership 
Teachers are recognized as educational experts. 
 
Teachers are trusted to make sound professional decisions about instruction. 
 
Teachers are encouraged to participate in school leadership roles. 
 
Teachers are effective leaders in this school. 
 
Teachers have an appropriate level of influence on decision making in this school. 
Factor 6 – School 
Leadership 
The faculty and leadership have a shared vision. 
 
There is an atmosphere of trust and mutual respect in this school. 
 
The school leadership consistently supports teachers. 
Table 6.5 (Continued) 
89 
 
 
The majority of stems on the survey asking teachers for a level of agreement carry an 
appreciative Discourse. All nine stems under “Facilities and Resources” and all eight stems 
under “Community Support & Involvement” reflect an appreciative discourse. Conversely, only 
one of the seven under the factor of “Time” reflect appreciative discourse.  
 
 
Teachers are held to high professional standards for delivering instruction. 
 
The school leadership facilitates using data to improve student learning. 
 
Teacher performance is assessed objectively.  
 
The procedures for teacher evaluation are consistent. 
 
The school improvement team provides effective leadership at this school. 
 
The faculty are recognized for accomplishments. 
 
The procedures for teacher evaluation are fair. 
 
School administrators are visible to students and faculty throughout the school day. 
Factor 7 – 
Professional 
Development 
Sufficient resources are available for professional development in my school. 
 
An appropriate amount of time is provided for professional development. 
 
Professional development deepens teachers' content knowledge. 
 
Teachers are encouraged to reflect on their own practice. 
 
Professional development provides ongoing opportunities for teachers to work with 
colleagues to refine teaching practices. 
 
Professional development enhances teachers' abilities to improve student learning. 
Factor 8 – 
Instructional 
Practices & 
Support 
Provided supports (i.e., instructional coaching, professional learning communities, 
etc.) translate to improvements in instructional practices by teachers. 
 
Teachers are encouraged to try new things to improve instruction. 
 
Teachers are assigned classes that maximize their likelihood of success with 
students. 
 
Teachers believe what is taught will make a difference in students’ lives. 
 
Teachers collaborate to achieve consistency on how student work is assessed 
Table 6.5 (Continued) 
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Conflicting Discourse 
Table 6.6 reflects the sentences in each Composite Factors that represent a conflicting 
Discourse. The bolded words represent those words that most give the sentence an implication of 
both deficit and appreciative Discourses 
Table 6.6 – Survey Stems Reflecting Conflicting Discourse in the 8 Factors of the HCPS 
TELL 
 
 
The conflicting discourse is concentrated in the areas of “Time” and “Teacher Leadership.” 
Three of the seven stems for “Time” reflect a conflicted Discourse. There is a recurring theme of 
teachers having “enough” to meet a “need.” Under “Teacher Leadership,” the stems appear to be 
Composite Factors Survey Stems with Conflicting Discourse 
Factor 1 – Time Class sizes are reasonable such that teachers have the 
time available to meet the needs of all students. 
 
Teachers are allowed to focus on educating students with 
minimal interruptions. 
 
Teachers have sufficient instructional time to meet the 
needs of all students. 
Factor 2 – Facilities & Resources  None 
Factor 3 – Community Support & Involvement None 
Factor 4 – Managing Student Conduct School administrators support teachers' efforts to 
maintain discipline in the classroom. 
Factor 5 – Teacher Leadership Teachers are relied upon to make decisions about 
educational issues. 
 
The faculty has an effective process for making group 
decisions to solve problems. 
 
In this school we take steps to solve problems. 
Factor 6 – School Leadership Teachers feel comfortable raising issues and concerns 
that are important to them. 
 
Teachers receive feedback that can help them improve 
teaching. 
Factor 7 – Professional Development Professional development enhances teachers' ability to 
implement instructional strategies that meet diverse 
student learning needs. 
Factor 8 – Instructional Practices & Support None 
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asking teachers to weigh in on if the processes for “solving problems” is “effective” thus 
assuming that the need to “solve problems” is important or in need of agreement.  
Neutral Discourse 
Only two of the eight Main Part factors contained neutral discourse. 
Table 6.7 – Survey Stems Reflecting Neutral Discourse in the 8 Factors of the HCPS TELL 
 
 
Composite Factors Survey Stems with Conflicting Discourse 
Factor 1 – Time None 
Factor 2 – Facilities & Resources  None 
Factor 3 – Community Support & Involvement None 
Factor 4 – Managing Student Conduct Policies and procedures about student conduct are clearly 
understood by the faculty. 
Factor 5 – Teacher Leadership None 
Factor 6 – School Leadership None 
Factor 7 – Professional Development Professional development offerings are data driven. 
 
Professional learning opportunities are aligned with the 
school’s improvement plan. 
 
In this school, follow up is provided from professional 
development. 
 
Professional development is evaluated and results are 
communicated to teachers. 
Factor 8 – Instructional Practices & Support Teachers use assessment data to inform their instruction. 
 
Teachers work in professional learning communities to 
develop and align instructional practices. 
 
Teachers have autonomy to make decisions about 
instructional delivery (i.e., pacing, materials, and 
pedagogy). 
 
State assessment data are available in time to impact 
instructional practices. 
 
Local assessment data are available in time to impact 
instructional practices. 
 
Teachers have knowledge of the content covered and 
instructional methods used by other teachers at this 
school. 
 
Teachers require students to work hard. 
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The concentration of neutral discourse is in “Professional Development” and “Instructional 
Practices & Support” appear to be around the constructs of data and assessment.  
Words and Phrases 
 The final analysis of the TELL survey centers on the presence of words and phrases that 
help reinforce a deficit or appreciative Discourse The highlighted key words and phrases in the 
Table 6.8 created for this chapter further illustrate the tension Discourses in the survey. 
Table 6.8 - Words & Phrases from  TELL Survey Reflecting Deficit or Appreciative Discourse 
Composite Factor Word/Phrase – Deficit Word/Phrase - Appreciative 
Factor 1 –  
Time 
-minimal interruptions. 
-minimize 
-protected  
-interfere 
- sufficient 
Factor 2 –  
Facilities & Resources  
None -sufficient 
-reliable 
-clean and well maintained 
-adequate 
-productively 
-supports 
Factor 3 –  
Community Support & 
Involvement 
None -influential decision makers 
-clear, two-way communication 
-good job encouraging 
-useful information 
-know 
-support 
-success 
Factor 4 –  
Managing Student 
Conduct 
-follow rules  
-enforce rules 
 
-understand expectations 
-clearly understood 
-environment that is safe 
Factor 5 –  
Teacher Leadership 
None -recognized as experts 
-trusted 
-make sound decisions 
-encouraged 
-effective leaders 
-appropriate level of influence 
Factor 6 –  
School Leadership 
None -shared vision 
-atmosphere of trust 
-mutual respect 
-consistent support 
-high professional standards 
-improve student learning 
-assessed objectively 
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-consistent 
-effective leadership 
-recognized for 
accomplishments 
-fair 
-visible 
Factor 7 –  
Professional 
Development 
-meet the needs 
 
-sufficient resources 
-appropriate amount of time 
-deepens knowledge 
-encouraged to reflect 
-works to refine 
-enhance ability 
Factor 8 –  
Instructional Practices 
& Support 
-almost every student 
-potential to do well 
-translates to improvement 
-encourage to try new things 
-maximize likelihood of success 
-make a difference 
-collaborate  
-consistency 
 
Deficit Discourse 
There is a concentration of deficit Discourse among words and phrases in three of the 
eight Main Parts. The factor of “Time” focused on stems asking teachers to agree on time as 
being a commodity that is interrupted and in need of protection. The factor of “Managing 
Student Conduct” focused on the deficit concept of “enforcement.” Finally, the factor of 
“Instructional Practices & Support” asks teachers whether or not they agree that almost every 
student as the potential to do well. That is the embodiment of deficit thinking. 
Appreciative Discourse 
 Most of key the words and phrases among the TELL survey stems reflect an Appreciative 
Discourse. The goal appears to be asking faculty to rate a level of agreement on mostly positive 
attributes of a school. There is an emphasis on support, clarity, and sufficiency across the stems. 
Several highly appreciative stems are included in the survey. One, teachers are asked to agree 
whether or not they are recognized for their accomplishments and as experts. Two, teachers are 
Table 6.8 (Continued) 
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also asked to agree if they are encouraged to try new things. Finally, the survey appears to be 
driven toward teacher success rather than pointing out the faults in any particular stakeholder. 
TELL verses ASQi  
 The primary teacher perception tool used by HCPS changed during the course of this 
study therefore it is significant to mention the change as well as gage any impact on the study. 
The TELL survey examined for this study was used during for the 2017-2018 school year and 
was a partnership between HCPS and The Dana Center. HCPS used the Action for School 
Quality Initiative (ASQi) survey for 2018-2019 in a new partnership with the Center for Optimal 
Learning Environments. I used the TELL survey for 2017-2018 because it most aligned to my 
experience and practice as a principal. The format of asking for a level of agreement to certain 
stems remained the same. The eight “factor” categories all remained the same. For “Time”, all 
seven stems were the same. For “Facilities and Resources”, all nine stems were the same. For 
“Community Support and Involvement”, the eight stems stayed virtually the same. In two stems, 
“parent/guardian” changed to “stakeholders.” Under “Managing Student Conduct”, the TELL 
language of “enforcing rules” by school administrators was changed to “supporting rules” for 
ASQi. Under “Teacher Leadership”, the TELL stem, “teachers have an appropriate level of 
influence on decision making in this school,” was replaced on ASQi with the stem “Teachers 
support one another.” The factor for “School Leadership” remained the same on both surveys. 
The factor of “Professional Development” on the TELL was changed to “Professional Learning 
Opportunities” on ASQi, however, the stems remained the same. Finally, several changes were 
made on the ASQi to “Instructional Practices and Support”. One, the stem now asks if teachers 
believe “every student has the potential to do well on assignments”. Two, more context is given 
to the statement about state and local assessments. Finally, the ASQi inserts a questions about 
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professional learning communities. The changes to the survey from TELL to ASQi does not 
reflect a major shift in the focus or discourse. The most significant change as it pertains to my 
practice is the softening of connotation for “Managing Student Conduct” with the shift from 
“enforcing” to “supporting.” Therefore, the analysis embedded in this study pertains to current 
practice in HCPS around teacher perception surveys. 
Key Findings 
 The first research question at the heart of this study is “in what ways are deficit 
based and asset-based Discourses present in the following key local school district policy 
documents?” My discourse analysis of the HCPS Tell Faculty Perception Survey yielded several 
key findings as evidence that answer the first research question.  
One, the majority of the questions stems, to include key words and phrases, reflect an 
appreciative Discourse. While asking someone to “strongly disagree” with a statement is not 
appreciative, the stems by which teachers are asked to agree or disagree are largely appreciative.  
Second, the brief discourse comparison between the Tell and ASQi surveys does reflect 
what appears to be an attempt to make the survey even more appreciative. The Tell question 
stems around “Managing Student Conduct” asking for reflection around “enforcing rules” was 
changed to discourse around “supporting rules” on the ASQi. This reflects evidence that HCPS is 
looking for more Appreciative discourse in practice of the district with some intentionality. 
Finally, as it relates to the research question around ways deficit based and asset-based 
Discourses present in the following key local school district policy document, there does appear 
to be a focus on problem solving and meeting needs in the stems that do reflect deficit Discourse. 
This becomes problematic on a survey asking someone to “agree” to a stem that reflects behavior 
that research says is harmful. 
96 
 
Key Reflections  
 Several key reflections, as evidenced in my research journal, prevailed during the 
discourse analysis of the TELL Survey. In the case of my analysis of the survey, two reflections 
dominated thinking. One, while the preponderance of text evidence on the survey stems reflects 
appreciative Discourse, the approach used by HCPS is reflecting on a school’s data is highly 
deficit laden. Data is reported is percentages of agreement as well as colors. For Tell, data points 
highlighted in “green” reflect a school whose level agreement exceeds the district average. As 
your percentage of agreement went down, the color becomes yellow and then eventually red. 
ASQi did the same thing but just changed the colors from blue (good) to orange (bad). Protocols 
used in the past by the district to help schools plan with the Tell data focused on the red. 
Everyone looks for red (now orange) when the results are released. Appreciative practice would 
call staff to look at the greenest of green and why followed by a discussion about how to 
leverage that information to make more green. I have tried this with my teams in the past. The 
tension to focus on the “red” while ignoring the “green” is real. My journal reflection detailed 
the pressure from inside the school from teachers and outside the school from district leaders to 
focus on the red over celebrating the green. Seeing how the survey is actually more 
appreciatively constructed than I hypothesized, even seeing evidence of moving to a more 
appreciative focus on the ASQi, made me appreciate the disconnect with how the data is being 
used even greater.  How can we leverage the positive questions stems of the survey into more an 
appreciative reflection in driving plans and practice? 
 The second major reflections centers on the positive questions stems themselves. Why 
are they almost exclusively written in the positive? This is very cathartic to me as a principal. It 
does protect me from having to think through a more deficit path of wading through percentage 
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of agreement to a deficit stem. For example, I would prefer to not to analyze percentage of 
agreement to a stem worded “the principal is incompetent” or “the principal is a selfish leader.” 
These stems do represent a way for the district to manage the “voice” of those completing the 
survey, the teacher. I view this management as a way to make a relatively appreciative process 
from becoming formidably deficit in nature.  
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CHAPTER SEVEN 
DISCUSSION OF FINDINGS 
Introduction 
 In the previous three chapters, I presented findings of a discourse analysis of deficit 
verses asset-based/appreciative discourses in three documents: the State of Florida School 
Improvement template, the Hillsborough County Public Schools principal evaluation rubric, and 
the Hillsborough County Public schools TELL teacher perception survey. All three documents 
play significant roles in shaping both principal practice and perception of what constitutes 
effective principal practice in HCPS. The School Improvement Plan is required of my school by 
the state of Florida due to our DA status. Grant budget approval is based on alignment to the SIP. 
My supervisor uses the principal evaluation rubric to give context to annual coaching provided to 
principals and to determine annual performance ratings. This affects whether principals earn 
performance pay the upcoming year. Finally, the perception of teachers through the Tell Survey, 
informs evaluation ratings. Survey results are reported to the media. Research explored in this 
study suggests there are multiple harmful effects that deficit Discourse has on schools. In 
contrast, other literature highlights the emerging benefits of Appreciative thinking in schools.  
 This chapter synthesizes the findings of the discourse analysis used on the three 
documents. One, the documents feed a narrative around the “leader” as a “problem-solver” who 
meets a “need.” Two, Discourse around the documents reflect contradictions rooted in 
reinforcing both deficit and asset-based approaches to leadership. Finally, my experiences as a 
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principal with the application of these documents to my practice has largely been from a deficit 
perspective.  
Leader as “Problem-Solver” Who “Meets a Need” 
 Each of the three documents reinforces the idea that an effective leader is a “problem-
solver” who “meets a need.” Part 2 of the state SIP is devoted to “Needs Assessment.” Part 3 of 
the state SIP centers around “Planning for Improvement” where plans are focused on the schools 
highest priority “need.” Part 4 centers on Title 1 funds being used to plan activities which are 
rooted in “problem-solving” implying that a Title 1 school is a “problem” in “need” of “solving.” 
An entire section of the HCPS principal evaluation rubric is devoted to “Problem-Solving and 
Strategic Change Management.” Key phrases in that section of the rubric include “identifying 
risks” and “anticipating problems.” The other sections of the rubric feature knowing what 
teachers “need” as a function of “Instructional Expertise”, the idea of “communicating need” is a 
function of “Managing and Developing People,” and high marks for “Culture and Relationship 
Building” are based on meeting “needs.” The TELL survey aligns the practice of “Teacher 
Leadership” and taking “steps to solve problems.” Other Composite Factor stems focus on 
meeting the “need” of students.  
 Viewing students, schools, and communities as “problems” to “solved” and leaders as 
charged with meeting a “need” reinforces the harmful nature of deficit discourse in schools cited 
in Chapter 2 of this study. The origins of deficit discourse in schools were linked by Ryan (1971) 
to the idea that families and communities lack something and are responsible for what they do 
not have in order to be successful in school. White (2014) gives a formal context to this 
discourse by referring to terms such “problem” and “need” as “coded language” used to define 
what students can’t do. Principal practice, when defined in terms of “problem-solving” who 
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“meet a need,” leaves out the notion that solutions can found by exploring what is working over 
what is not working. Skrla and Scheurich (2001) cited the belief of school superintendents in 
doubting that all students can learn, that deficit discourse is pervasive, and the low performance 
of certain students, namely children of color, is inevitable. Shuayb (2014) points out the 
reluctance of principals to engage with stakeholders in change processes that involve an 
appreciative approach. School district and school principal engagement is critical and requires 
intentionality if Discourse around leadership at schools is to change to reflect Appreciative 
principles.  
In chapter 8, I will address recommendations for change at the state and local school 
district as well as in my own practice for which I have control that can help change the narrative 
around principal leaders from “problem-solver” to one who leverages strengths to make the ideal 
a reality namely in Title 1/DA turnaround schools in Florida. Aligning the official supportive and 
evaluative Discourse around principal practice to Appreciative principles is critical to connecting 
emerging research around AI and AOE in schools with every day practice in HCPS and beyond. 
Inconsistent and/or Contradictory Applications of Appreciative Leadership Principles 
 Each of the three documents selected for discourse analysis reflects contradictory 
discourse that appears to reflect both deficit and asset-based Discourse.  Examples from the three 
documents reflect the inconsistent and contradictory application of the core principles of 
appreciative thinking. The state of Florida SIP does ask schools to identify data reflecting their 
greatest area of improvement and even asks to identify why the school feels the scores improved, 
however, 4 of the 30 primary data requests on the plan are centered on deficits. There is no place 
in the SIP to articulate a school’s ideal vision of the future or to use strengths as leverage for 
future planning. The HCPS principal rubric does place value on appreciative principles such as 
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“inspiring others to fulfill the vision”, “goals linked to strengths”, “assessing own strengths”, 
“motivating”, and “inspiring.” The rubric lacks a coordination of appreciative principles in a 
manner that leads practice to comprehensive appreciative leadership. For example, under the 
main category of “Problem Solving and Strategic Change Management,” principal practice rated 
as “accomplished” includes terms such as “identify problems” and “managing resistance” while 
the “exemplary” box calls for “assessing strengths” and “leveraging support” and “motivating 
others.” In the TELL Survey, the majority of survey stems are positive and appreciative however 
contradictions exist. For example, when teachers are asked to give their level of agreement to 
stems around “teacher leadership”, the stems are full of appreciative terms such as “recognized 
as experts,” “encouraged”, “appropriate level of influence”, however under “managing student 
conduct,” agreement is based on rule “enforcing” by school administrators and teachers. The 
survey does not ask teachers to agree to explicit principles of AI or AOE such as strength 
finding, dream articulating, or using strengths to plan for the ideal future. Considering the levels 
by which the state Florida and HCPS use these documents to drive principal practice, the 
contradictions intentionally and subconsciously reinforce the deficit discourse and thinking 
among principals research in this study indicates is harmful. 
 I would benefit most as a principal if there was alignment between the expectations for 
effective practice and the core tenants of Appreciative school leadership. Contradictions have 
long been a part of the history of the principal position namely in its place between district 
leaders and classroom teachers. Cuban (1988) stated the principal to be ‘‘positioned between 
their superiors who want orders followed and the teachers who do the actual work in the 
classrooms, their [principals’] loyalties are dual: to their school and to headquarters.” 
Rousmaniere (2007) described the principal as the “hinge” between the district office and the 
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school. The three documents used in this study represent the expectations of the state and HCPS 
on the principals. They in turn are reflective of the “hinge” which Rousmaniere describes as the 
metaphor for the work of principals. As a principal in HCPS, I must navigate the application of 
these documents at my site with the expectations of my superiors. In addition, my experience as 
a principal in HCPS did not include Appreciative principles my university coursework in 
summer of 2015. At the heart of appreciative thinking is three core principles, the articulation of 
an organization’s strength, the explicit listing of the dreams and aspirations of the ideal 
environment by which the organization desires to exist, and finally, reflection around what is 
working in the organization to leverage what is working to help make the ideal a reality 
(Cooperrider, 2005). Prior to the summer of 2015, no part of my leadership experience 
intentionally connected to AI or AOE including conversations and coaching from supervisors. I 
was also getting this training before district level staff. The conditions were set to exasperate 
contradictions in the documents and my role as the “hinge” between the district and the school. 
Appreciative school leadership principles are critical in every day principal practice and 
contradictions evident in school leadership supervision and oversight principles is problematic.  
In chapter 8, I will address recommendations for change at the state and local school 
district as well as in my own practice for which I have control that can help bring clearer 
expectations for school principals. Aligning clear expectations to Appreciative principles is 
critical to connecting emerging research around AI and AOE in schools with every day principal 
practice in HCPS and beyond. 
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Tools for Growth? My Experience of Deficit Approaches to the Use of the Documents 
Analysis of discourse in all three documents indicated the presence of appreciative of 
terms and concepts across all three documents. However, as a principal serving in HCPS, the 
application of these documents in my practice has been deficit in nature. I cite a story in the 
introduction about not being able to complete the school SIP using the appreciative plan we 
created as a team at the school. When reviewing data at the school for the SIP, the plan itself 
drives the reflection toward data that reflects practice that is a “problem” or in “need.” For 
example, an entire section of the document is devoted to a “needs assessment” where the data 
prioritized is where the school performed the “lowest”, showed the greatest “decline”, and 
demonstrated the biggest “gap.” Goal setting around the HCPS principal rubric is virtually 
always around areas rated low the previous year. For example, my principal supervisors have 
often coached me to focus goals around data lower than the district or lower than the prior year. 
There is rarely leveraging of strengths to set goals. The strongest example of this is the TELL 
Survey. From my experience, the immediate attention from the district, principal supervisors, 
principals, and teachers are the areas rated the lowest on agreement by teachers.  
In chapter 8, I will address recommendations for change at the state and local school 
district as well as things in my own practice that will leverage my freedom to control school 
level protocols in order to make daily practice more Appreciative. Being intentional with how I 
as a principal use the tools mandated me as a school principal using Appreciative principles is 
critical to connecting emerging research around AI and AOE in schools with every day principal 
practice in HCPS and beyond as well as impacting the practice of colleague principals. Principals 
in HCPS like to share best practices. I must be prepared to share best practices that reflect the 
core principles of AI and AOE. 
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Summary 
Two research questions serve as the foundation of inquiry for this study. The first 
research question is as follows; in what ways are deficit based and asset-based discourses present 
in the following key local school district policy documents? 
 School improvement templates? 
 Principal evaluation rubrics? 
 Teacher perception surveys? 
A synthesis of the discourse analysis of the three documents resulted in three major synthesized 
findings. One, the narrative of the school leader as a “problem-solver” or one that “meets needs” 
reflects prominently in all three documents. Two, there are contradictions in each document 
which call leaders to apply both deficit and asset-based discourse and thinking at the same time.  
Finally, my experience as a principal in HCPS reflects how data collected by these documents 
results in goal setting and planning from a deficit perspective. In addition, there is an omission of 
explicit and clear planning and structures around key appreciative principles within each 
document. Positive psychology and/or appreciative principles are present in the documents but 
not intentionally constructed to translate into appreciative practice.  
 So what does this mean for the future? The second research questions for this study 
states, “in what ways might deficit and asset based discourses in the selected policy documents 
inform school leadership practices?” Chapter 8 was devoted to answering this question as well as 
questions that surfaced during my discourse analysis reflections and translated into 
recommendations for the state of Florida, HCPS, and myself as a principal serving in HCPS. 
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CHAPTER EIGHT 
IMPLICATIONS FOR A STATE, A DISTRICT, AND A PRACTICING PRINCIPAL 
 Through a discourse analysis, I gained insight into the extent by which deficit discourse 
and asset-based/appreciative discourse are used in three key documents in HCPS which 
ultimately determine the effectiveness of principal practice. As a principal in HCPS, I bring my 
own biases and predetermined ideas about each of the three documents. However, the practice of 
conducting a discourse analysis of each text gave me a more data based and nuanced 
understanding of the use of discourse in each text. This discourse analysis, in conjunction with 
the literature in Chapter 2, has given greater insight as well as urgency into the significance that 
exists with the presence of deficit language in each of the key documents that govern my 
practice.  
Chapter 7 of this study dealt with the answers to research question one around the 
presence of deficit and asset-based/appreciative discourse in the documents. Chapter 8 will 
address the second research question:  in what ways might deficit and asset-based discourses in 
the selected policy documents inform experiences of school principals? This covers how the 
findings in Chapter 7 have implications for the state of Florida, Hillsborough County Public 
Schools, and most significantly, my practice as a principal. It is reflection on my own practice as 
it relates to the findings in Chapter 7 that provided unique and emic insight into the influence the 
documents have over principals. The main purpose of Chapter 8 is to answer the second research 
question of the study, in what ways might deficit and asset-based discourses in the selected 
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policy documents inform experiences of school principals? Chapter 8 also considers other 
questions that emerged from my reflections on the findings of the discourse analysis conducted 
on the selected policy documents: 
 What are positives of educating student in underserved communities? 
 How might HCPS motivate principals to incorporate AI and AOE principles into their 
practice? 
 How might turnaround schools leverage strengths to inspire Appreciative discourse? 
Chapter 8 will include a macro summary of Appreciative principles in schools, implications for 
key players based on the findings of the study, a discussion of macro next steps, and enduring 
questions to be answered in future research. 
Positives of Educating Students in Underserved Communities 
Emerging research points to the generative nature of applying positive psychology to 
school leadership. Appreciative Inquiry and Organizing (AOE) is a theoretical approach (Barrett 
& Fry, 2008; Burello, Beitz, & Mann, 2015; Cooperrider, Whitney, & Stavros, 2008), that allows 
individuals to reject the deficit model and harnesses “students’ cultural strengths” into the 
learning environment and design (Azano, 2014, p. 62).  Instead of teaching the “decontextualized 
stuff” (Theobald, 1997), education might instead attend to context and offer, “place conscious 
instruction” (Azano, 2014, p. 62), given the “power of place” (Guajardo, 2015). All of the above 
matter as means to provide students with an opportunity to take ownership in their own learning.  
In addition to context is the concept of culture in teaching and learning, from “culturally relevant 
pedagogy” (Ladson-Billings, 2010), to “culturally responsive teaching” (Gay, 2010), or “funds 
of knowledge” (Moll & Gonzalez, 2004). All set the stage for the AOE perspective that seeks to 
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identify assets and resources within our marginalized students, families and communities, 
providing them hope, instead of the traditional problem-solving, deficit model that assumes our 
struggling students are a burden and liability (Guajardo 2008, 2015, 2015b, Wyatt, 2014, Trueba, 
1999).  Students, teachers, school level principals, principal supervisors, and superintendents 
must commit to these core principles in order for the recommendations of this study to become 
reality. 
What might be said to someone who feels that an appreciative approach to leadership is 
simply avoiding talking about real “problems” that need to be “solved?” Leadership philosophies 
rooted in Appreciative Inquiry do not advocate for the end of problem-solving but do not want 
deficit leadership approaches to become the “default option” with dangers to an organization for 
overuse (Barret & Fry, 2005). As I have shared my journey to become a leader driven by the 
principles of AI, I am often asked if this positive approach is simply “ignoring the negative.” My 
response is simple. There are “problems” to be “solved”, however a focus on what is working in 
the given context is often never explored. Seligman (2000) notes that thousands of articles over 
100 years in the field of Psychology have focused on the negative and very few have explored 
the impact of joy. In my practice, I often give feedback to teachers on their teaching practice. 
Teachers are ready almost instinctually to begin sharing what they feel went wrong with a lesson. 
Often times I agree with their reflection. However, the way to improve their practice is often 
found in the positive.  For example, a teacher may have great rapport with students yet struggle 
to get students to participate in authentic discussion or deep engagement. I often asked teachers 
in this instance to reflect on how they can leverage their strong rapport to increase engagement. 
If the teacher has strong rapport with students, they should leverage that to hold high 
expectations for the students in the class discussion and engagement. We do not ignore a “need” 
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for more engagement in class. We simply look for the path to success in the successes of the 
teacher’s practice.  
I also challenge teachers to question their approach to thinking about students in a more 
appreciative manner. My experience has been that school staff can raddle off on demand what a 
student can’t do. For example, most settings I have been in as a school leader (PLCs, RTI 
sessions) center on a student’s deficits such as a lack of reading on grade level or an 
unwillingness to behave in class. It is the positive, strengths based data which is rarely explored. 
Do we know what the student likes to read? Do you know what the conditions are in classes 
where the student IS behaving? Can those conditions be replicated in other classrooms? My 
practice as a leader is growing in this direction. I have committed to measure of success in my 
practice as a school principal where the positive data around student performance is discussed 
and more importantly leveraged at the same rate as deficit data. 
Implication for the State of Florida 
The findings in the discourse analysis of the State SIP template aligns to the volumes of 
literature which cautions against school leadership rooted in deficit discourse. The discourse 
analysis of the state SIP showed only 4 of 30 specific data points requested for the plan were 
derived from reflecting and/or quantifying a strength over a deficit. I cited earlier in this study 
my most honest attempt in my career at completing the SIP through an appreciative lens resulted 
in me giving instruction to my exasperated SAC chair to complete the template even though are 
responses would not make sense as the result of reflecting on our prior year using the principles 
of AI. The literature points to deficit discourse represented at all levels of school leadership. In 
many districts, the Superintendent is the main representative of the district at the state level and 
Skrla and Schuerich (2001) cite the pervasive nature of deficit thinking among superintendents. 
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There is also evidence of deficit discourse around schools being operationalized in principal 
practice (Valencia, 2010). There is a need for all stakeholders in a school to believe, in discourse 
and action, that all students can be successful in order for the aims of reform and actions of 
school leaders to align (Lenhoff & Ulmer, 2016).  Policies which govern schools can help lead 
this change. 
The State of Florida should revamp their school improvement plan template to include 
reflection and analysis for areas of success. Barrett & Frey (2005) speak of the “latent, untapped 
capacity” that comes with change rooted in a strengths-based approach connected to sharing 
images of a preferred future. If the state does not change their template, then districts and 
schools, those closest to the students, must change their formal and informal approaches and 
protocols to completing the SIP to include the principles of AI. 
Implications for HCPS 
The findings in the discourse analysis of the HCPS principal evaluation rubric template 
aligns to the volumes of literature which cautions against school leadership rooted in deficit 
discourse. Davis, Goodwin, & Micheaux (2015) cited acknowledgements made that principal 
standards fail to explicitly reflect the disparities of educational access and opportunity which 
lead to deficit thinking in school leadership research circles. Principal engagement in training 
and practice around asset/strengths-based leadership is critical because most leaders do not arrive 
at these methods naturally (Shuayb 2014, Evans 2012). None of the domains on the HCPS 
Principal Evaluation Rubric explicitly evaluates appreciative or asset based leadership. Several 
instances exists of conflicting narratives around deficit and asset-based discourse present in the 
same domain of the rubric. Principles of positive psychology principles align to improving 
education, clinical, and counseling practices, relationships, workplace, and organizational 
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cultures and even communities and societies (Lomas, Hefferon, & Ivtzan, 2014).  This will not 
happen in HCPS absent of intentional efforts from district leaders. 
HCPS motivate principals to incorporate AI and AOE principles into their practice 
Hillsborough County Public Schools has invested much time, energy, and resources into 
the development and evaluation of school principals. I have benefited greatly from this 
investment. This investment by HCPS exposed me to the principles of AI and made possible the 
first application of it in my practice. The principles of AI that are embedded in the university 
training paid for by HCPS through the Educational Specialists degree program needs to be 
applied to training for all principals in the district. However, the university-level principal 
training paid for by the district is rooted in AI principles. Per my experience, principal leadership 
in HCPS will not change in a more appreciative direction until training and evaluations are 
aligned to an amended evaluation rubric with a domain dedicated to appreciative principles. Full 
devotion and attention from principals will not happen until it counts. 
HCPS does a good job of recognizing principal accomplishment. District leaders place an 
emphasis on personal well-being and principals caring for themselves and one another. These 
practices are in alignment with AI and AOE. The next steps is for HCPS to apply principles of 
AI and AOE into processes, protocols, coaching, and evaluations. This includes protocols for 
using teacher perception data that include a focus on areas where stakeholders “strongly agree” 
over “strongly disagree.” 
I see my role in the process of system transformation around appreciative leadership as a 
leader who must “stand in the gap” between those who have been exposed to the principles of AI 
and AOE and those who have not. Transformational work requires not only knowledge but an 
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appeal to stakeholder emotions. One promising mechanism describing the emotional change 
associated with transformational school leadership is related to emotional reframing (Berkovich 
& Eyal, 2017). This work of leadership in my school and outside my school will require 
reframing of the mindset of leadership from asset-based, appreciative in nature from a deficit 
mindset. Only those who now think differently can lead the effort. They must “stand in the gap.” 
Implications on My Practice 
 As a result of this study, I have concluded it is irresponsible to wait for state and local 
school bureaucracies to adapt a more appreciative culture for leadership. I must exert the 
influence I have over a school to lead with a focus on strengths in order to make the ideal a 
reality. To use the language of Gee, I must change to “little d” discourse around appreciative 
leadership in the spheres of influence I can control to then leverage those successes and 
connections to impact the “Big D” discourse around HCPS and beyond. Loveless (2002) speaks 
to the ongoing tension state and local accountability has on schools providing “new 
opportunities” for activism as schools strive to have their students succeed. Loveless (2002) goes 
on to predict this tension could evolve into a hostile relationship between schools and policy 
makers if new approaches to accountability are not explored. To that end, the language of 
leadership, both the “little d” and “Big D” of school leadership matters in reshaping the narrative 
around tense issues of school accountability between states, local school districts, and schools. 
This relates well to any comments we have regarding leadership, because leadership is a 
language used subtly in power to persuade. That is, leadership is language and language is how 
leadership is exerted (Foster, 2004). I must utilize the power I have locally and use the success as 
leverage to impact state and local systems of school leadership. 
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 I believe the most compelling part of emic research is the control I have as a practicing 
principal to implement the findings and next steps of the work. As it relates to my practice, I do 
exert some control as to how each of the three documents are used and manipulate and foster 
change on my campus. For example, as a school in the state turnaround system, I am required to 
complete a school improvement plan. I must answer the questions provided in the plan. Nothing 
says I cannot place greater emphasis with my team on an appreciative approach in the planning 
process. In fact, the story I told about my day in the room of a previous SAC chair served as 
primary inspiration for this work.  
 My experiences as a principal in high achieving schools (Walker Middle Magnet) as well 
as in an Achievement School (Sligh Middle Magnet) further illustrate the urgency for 
appreciative leadership in schools at a rate faster than state and district policy may dictate. The 
expectations to perform are greater at Sligh. The monitoring of my practice is greater. The 
likelihood of deficit thinking effecting practice is greater at Sligh. I must then be diligent to find 
the strengths of the school and leverage them to make the ideal visons of the school a reality. I 
must take the time to have stakeholders articulate these visions. For example, I start meetings off 
by asking staff to share a story of success. Planning teams focus on what is working, what is the 
ideal, and how to we leverage strength in order to make the ideal a reality when creating action 
steps. This must be done despite efforts by other governing protocols to focus on the deficits, low 
scores compared to other schools, and historical measures for why school like Sligh are 
perceived to struggle.  
Another example would be how I approach the goal setting process associated with the 
HCPS Principal Evaluation rubric. I can intentionally engage my principal supervisor in the work 
of AI. I can engage in a process where I look for results on the rubric which were rated high and 
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asked the important questions of “why was this rated so high?” and “how can I leverage those 
strengths to make other areas just as strong?”  
Finally, I have the most freedom in the application of teacher perception data to my 
practice. I have the authority to ask the same two questions of my staff as we review data from 
the perception surveys.  
 Why was this area rated so high? 
 How can I leverage those realities to make other areas just as strong? 
As I stated earlier in the study, the results of the perception survey are a color system 
where “higher” ratings and colored green while the color eventually become red for “lower” 
ratings. As a principal, I am conditioned to focus on the red immediately. I do not think a focus 
on the red is bad and may in fact be necessary, however the principles of AI would suggest that 
the path to inspirational and lasting change to any areas coded red is found in the success of the 
green. Protocols I use with my team based on the perception survey results should start with an 
examination of what is working in order to plan the ideal and therefore leveraging strength to 
make the ideal a reality. 
Turnaround Schools Leveraging Strengths to Inspire Appreciative Discourse 
There are examples of taking perceived school deficits and turning them into positives. I 
had the pleasure to meet Drs Miguel and Fransisco Guajardo at the University of South Florida 
on the first weekend of my journey toward a Doctor of Education. The visit to our classes that 
weekend focused on their work at the Llano Grande Center in Texas. In short, these brothers 
took a school and community that was defined by “need”, namely in their poverty, immigrant 
status, language barriers, and low expectations, and turned them into strengths. The work began 
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in the early 1990’s through classroom and extra-curricular activities designed to promote a belief 
among students that, despite their circumstances, they too were college material. The plan 
evolved into extraordinary numbers of those students not only visiting elite colleges for exposure 
but also more importantly leading to admittance to the schools as students. In 1997, the Llano 
Grande Center began as a partnership with the local school district where the local heritage, 
culture, and values chronicled by students and staff as a shared resource to the greater 
community. This evolved into leadership and language emersion programs offered to thousands 
right out of the halls of the local school.  
The Llano Grande Center story, conjunction with my research, is inspiring the work at 
my current site, Sligh Middle Magnet School. Sligh has been a historically low performing 
school in an underprivileged, underserved neighborhood in Tampa, Florida. My appointment to 
Principal at Sligh in the July of 2018 brought excitement and challenges to my practice. Upon 
arriving at Sligh, I began to collaborate with Thaddeus Bullard, aka World Wrestling 
Entertainment superstar Titus O’Neil, about a vision for the Sligh community. In his 2019 book, 
“There’s No Such Thing as a Bad Kid,” Bullard weaves his personal story of leveraging life 
experiences to greater success with having a high level of respect for those who work at Title 1 
schools in historically underserved areas as well as a willingness to lead such schools with 
outside the box approaches to ensure student success.  
These conversations with Bullard mirrored the testimony I heard from the Guajardo’s in 
the summer of 2015. We were talking and dreaming about how the assets of Sligh and the 
surrounding community could be leveraged to create positive outcomes. One, Sligh’s location in 
center of Tampa is a prime location to serve as a catalyst for drawing attention to the community. 
Bullard conducts major community events to serve families and the plan is to host these events at 
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Sligh. Two, space on campus was available to convert into more applicable and relevant space to 
allow the community to grow. For example, a team of Bullard Family Foundation volunteers and 
district personnel built a state of the art faculty fitness center using empty classrooms. In 
addition, the same team is building a family community center on campus to serve families 
through medical, financial, and mental health counseling. Thirdly, Sligh is implementing a 
“house system” where each student is placed in one of five “houses” based on our core values of 
pride, respect, innovation, determination, and excellence. Major regional sponsors have signed 
on to sponsor the houses in show of partnership between the school and different local 
businesses who see the power in investing in one another. Are there any results or evidence of 
success? Sligh had a 67-point gain in state assessment points in 2019-2020 school year that 
ranked number 1 among HCPS middle schools and number eleven among middle schools in 
Florida. Sligh opened the 2019-2020 school year with zero vacancies for the first time in recent 
memory. Enrollment at the start of the 2019-2020 school year if at a five year high. Sligh is 
working to become a model, like Llano Grande at Edcouch-Elsa High School, of what can be 
done when a school and its community focus on strengths rather than “problems” in “need” of 
being “fixed.” The plan unfolding at Sligh is attempting to reverse the pattern in schools since 
the late 20th century of prescriptive scientific approaches to turnaround school work. The mindset 
around practice must change to an appreciative lens. Resources must be allocated to allow for the 
ideal to become a reality. At Sligh, curriculum is being developed to make learning relevant to a 
new learner. Facilities are being reimagined. We are creating assets out of the community we 
serve, the stories of our students, and the creativity and dreams of our stakeholders. This is 
creating a new source of knowledge and resources to do the work of teaching, learning, and 
leading.  
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Macro Implications 
 González, Moll, & Amanti, C. (2005) stated the concept of "funds of knowledge" is 
based on a simple premise: people are competent and have knowledge, and their life experiences 
have given them that knowledge. The same applies to the discourse around school practices. 
School principals and teachers have the experience of reporting and therefore “depositing” 
negative experiences into their “fund” and the “fund” of others. It shapes our identity as a leader 
by valuing someone who “problem solves” or “meets a need.” We draft documents called “needs 
assessments.”  We create “problem-solving teams.” It is time to build the “fund” of ideas and 
experiences around what is working in schools. It is time for the articulation of ideal realities for 
a school to be as common place as the listing of needs and deficits. The presence of deficit 
thinking is systemic in schools (Valencia, 2010). One principal changing his practice in his or 
her building alone is not enough to affect systemic change. I believe there is action that myself 
and other like-minded school administrators can do to bring the importance of asset-based / 
appreciative thinking to the forefront of leadership in HCPS and other districts. 
 At the state level, school districts need to lobby the state to apply more asset-based 
thinking and policy into documents that govern school practice. Lobbying of state leaders should 
include the harmful nature of the “need” narrative. State leaders should be enlightened to the 
empowering nature of talking about what schools and school leaders are doing well. Funding of 
research at the state and university level should factor in what is working in schools. Anyone 
even passively engaged in the work around schools can find a litany of research around what is 
“wrong” with public education. They will not find an equal amount of research around what is 
working with public education and AI tells us it is in fact there where we will find the answers 
for lasting and invigorating change. 
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 I believe the macro impact I can have because of this research is in HCPS. I have been a 
practicing educator in HCPS for over 20 years including nine as principal. I have excellent 
working relationships with the leaders in the district who have the greatest impact on principal 
leadership and development.  I cited in the study how this presents limitations and biases for the 
research however it is an asset when it comes to implementing and affecting change.  
 I feel the steps for change in HCPS because of this work are clear and doable. First, every 
school leader in the district at every leader can benefit from AI and AOE training. The training 
should be for all school leaders not just those who join a special cohort of school leaders at the 
university level. Second, a district controlled protocol audit of school leadership planning, goal 
setting, and progress monitoring tools for the presence of deficit discourse is essential. There are 
an emerging set of resources developed to help schools and schools districts in this work by 
researcher such as Black, Burrello, and Mann (2017). Finally, the HCPS principal evaluation 
rubric needs to be amended to include a section intentionally designed to evaluate a principal’s 
application of appreciative thinking and discourse in their practice. This will provide the 
necessary impetus for change to have the full attention of all school principals. 
 One of the greatest resources available in the transition of appreciative leadership going 
from “little d” to “Big D” in HCPS is the EDS/EDD cadres. There are members of the multiple 
cadres serving at all levels of school leadership in HCPS from the Superintendent’s Cabinet to 
Area Superintendents, various district supervisors, as well as building principals. Conditions are 
ripe for an “Appreciative Summit” where those exposed to the leadership principles of AI (those 
in the EDS/EDD cadres and graduates) partner with those who have not been exposed to the 
principles to create actions plans around based on strengths of school leaders to be leveraged to 
make ideal dreams a reality. Members of the EDS/EDD cadres have now manipulated and/or 
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created from scratch their own protocols around appreciative principles. Now is the time to share 
those with the greater HCPS leadership community. Foster (2004) states, “the achievement of 
excellence in, for example, schools depends not on adding value or changing cultures but on the 
development of a community of practitioners who encourage virtuous activity in each other.” 
Enduring Questions 
 What is next in the quest to bring asset-based/appreciative discourse to the forefront of 
school leadership? How will teachers be engaged to think of student strengths over weaknesses? 
What is necessary for students to begin to focus on what they CAN do before being paralyzed by 
the fear of what they believe can’t be done? What is the impact on learning for schools where 
students are valued and respected for what they bring to and from their community over their 
perceived “needs” or “problems” to be “solved?” I believe the answers to these questions will be 
pivotal to moving the work around asset-based discourse in schools further. I envision a day 
when the data collected by states and local school districts is around students’ passions, likes, 
strengths, successes, and the diversity they bring the school from their unique and important 
communities and families.  
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APPENDIX A 
STATE OF FLORIDA SCHOOL IMPROVEMENT TEMPLATE 
Name of School: 
Address: 
School Type and Grades Served: 
2018-2019 Title 1 School: 
2018-2019 Economically Disadvantaged (FRL) Rate: 
Primary Service Type: 
Charter School: 
2018-2019 Minority Rate: 
School Grade History: 
Year 2017-18 2016-17 2015-16 2014-15 
Grade     
 
School Board Approval: 
 
SIP Authority: 
Section 1001.42(18), Florida Statutes, requires district school boards to annually approve and 
require implementation of a school improvement plan (SIP) for each school in the district that 
has a school grade of D or F. The Florida Department of Education (FDOE) SIP template meets 
all statutory and rule requirements for traditional public schools and incorporates all components 
required for schools receiving Title I funds. This template is required by State Board of 
Education Rule 6A-1.099811, Florida Administrative Code, for all non-charter schools with a 
current grade of D or F (see page 4). For schools receiving a grade of A, B, or C, the district may 
opt to require a SIP using a template of its choosing. This document was prepared by school and 
district leadership using the FDOE’s school improvement planning web application located at 
https://www.floridaCIMS.org. 
Purpose and Outline of SIP: 
The SIP is intended to be the primary artifact used by every school with stakeholders to review 
data, set goals, create an action plan and monitor progress. The Florida Department of Education 
encourages schools to use the SIP as a “living document” by continually updating, refining and 
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using the plan to guide their work throughout the year. This printed version represents the SIP as 
of the “Date Modified” listed in the footer. 
Part 1: School Information 
 
School Mission and Vision 
 
Provide the school’s mission statement: 
 
Provide the school’s vision statement: 
 
School Leadership Team 
 
Membership: 
 
Duties: 
Describe the roles and responsibilities of the members, including how they serve as instructional leaders and practice 
shared decision making: 
 
Early Warning Systems 
 
Year 2017-18 
The number of student by grade level that exhibit each early warning indicator: 
Indicator K 1 2 3 4 5 6 7 8 9 10 11 12 Total 
Attendance below 90%               
One or more suspensions               
Course failure in ELA or Math               
Level 1 on state assessemnt               
 
Indicator K 1 2 3 4 5 6 7 8 9 10 11 12 Total 
Students exhibiting two of 
more indicators 
              
 
The number of students identified as retainees:  
Indicator K 1 2 3 4 5 6 7 8 9 10 11 12 Total 
Retained Students: Current Yr               
Retained Students: Previous 
Year (s) 
              
 
Date data was collected: 
 
Year 2016-17 – As Reported 
The number of student by grade level that exhibit each early warning indicator: 
Indicator K 1 2 3 4 5 6 7 8 9 10 11 12 Total 
Attendance below 90%               
One or more suspensions               
Course failure in ELA or Math               
Level 1 on state assessemnt               
 
Indicator K 1 2 3 4 5 6 7 8 9 10 11 12 Total 
Students exhibiting two of 
more indicators 
              
 
Year 2016-17 – Updated 
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The number of student by grade level that exhibit each early warning indicator: 
Indicator K 1 2 3 4 5 6 7 8 9 10 11 12 Total 
Attendance below 90%               
One or more suspensions               
Course failure in ELA or Math               
Level 1 on state assessemnt               
 
Indicator K 1 2 3 4 5 6 7 8 9 10 11 12 Total 
Students exhibiting two of 
more indicators 
              
 
Part II: Needs Assessment / Analysis 
Assessment & Analysis 
Consider the following reflection prompts as you examine any/all relevant school data sources, 
including those in CIMS in the pages that follow. 
Which data component performed the lowest? Is this a trend? 
 
Which data component showed the greatest decline from prior year? 
 
Which data component had the biggest gap when compared to the state average? 
Which data component showed the most improvement? Is this a trend? 
Describe the actions or changes that led to the improvement in this area. 
School Data 
Please note that the district and state averages shown here represent the averages for similar school types 
(elementary, middle, high school, or combination schools). 
School Grade Component 
                   2018              2017 
School District State School District State 
ELA Achievement       
ELA Learning Gains       
ELA Lowest 25th Percentile       
Math Achievement       
Math Learning Gains       
Math Lowest 25th Percentile       
Science Achievement       
Social Studies Achievement       
 
 
EWS Indicators as Input Earlier in the Survey 
Grade Level (prior year reported) 
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Indicator 
6 7 8 
Total 
Attendance below 90 percent     
One or more suspensions     
Course failure in ELA or Math     
Level 1 on statewide assessment     
Subgroup Data 
2018 SCHOOL GRADE COMPONENTS BY SUBGROUPS 
 
Subgroups 
ELA 
Ach. 
ELA 
LG 
ELA 
LG 
L25% 
Math 
Ach. 
Math 
LG 
Math 
LG 
L25% 
Sci 
Ach. 
SS 
Ach. 
MS 
Accel. 
Grad 
Rate 
2016-17 
C & C 
Accel 
2016-17 
WHT            
BLK            
HSP            
MUL            
SWD            
FRL            
ELL            
2017 SCHOOL GRADE COMPONENTS BY SUBGROUPS 
 
Subgroups 
ELA 
Ach. 
ELA 
LG 
ELA 
LG 
L25% 
Math 
Ach. 
Math 
LG 
Math 
LG 
L25% 
Sci 
Ach. 
SS 
Ach. 
MS 
Accel. 
Grad 
Rate 
2015-16 
C & C 
Accel 
2015-16 
WHT            
BLK            
HSP            
MUL            
SWD            
FRL            
ELL            
Grade Level Data 
NOTE: This data is raw data and includes ALL students who tested at the school. This is not school grade data. 
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Area of Focus: 
Activity #1 
Title: 
Rationale: 
 
Intended Outcome: 
Point Person: 
 
Action Step 
 
Description 
 
Person Responsible 
 
 
Plan to Monitor Effectiveness 
 
Description 
 
Person Responsible 
 
 
Activity #2 
Title: 
Rationale: 
 
Intended Outcome: 
Point Person: 
 
Action Step 
 
Description 
 
Part III: Planning for Improvement 
Develop specific plans for addressing the school's highest-priority needs by identifying the most 
important areas of focus based on any/all relevant school data sources, including the data from 
Section II (Needs Assessment/Analysis). 
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Person Responsible 
 
 
Plan to Monitor Effectiveness 
 
Description 
 
Person Responsible 
 
 
Part IV: Title 1 Requirements 
 
 
 
 
 
 
Describe how the school plans to build positive relationships with parents, families, and 
other community stakeholders to fulfill the school's mission and support the needs of 
students 
PFEP Link: 
 
Describe how the school ensures the social-emotional needs of all students are being 
met, which may include providing counseling, mentoring and other pupil services 
 
Describe the strategies the school employs to support incoming and outgoing cohorts 
of students in transition from one school level to another 
 
Describe the process through which school leadership identifies and aligns all 
available resources (e.g., personnel, instructional, curricular) in order to meet the 
needs of all students and maximize desired student outcomes. Include the 
methodology for coordinating and supplementing federal, state and local funds, 
services and programs. Provide the person(s) responsible, frequency of meetings, 
how an inventory of resources is maintained and any problem-solving activities 
used to determine how to apply resources for the highest impact 
 
Describe the strategies the school uses to advance college and career awareness, which 
may include establishing partnerships with business, industry or community 
organizations 
 
Part V: Budget 
 
Total:  
Additional Title I Requirements 
This section must be completed if the school is implementing a Title I, Part A schoolwide 
program and opts to use the Pilot SIP to satisfy the requirements of the schoolwide program 
plan, as outlined in the Every Student Succeeds Act, Public Law No. 114-95, § 1114(b). This 
section is not required for non-Title I schools. 
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APPENDIX B 
PRINCIPAL EVALUATION RUBRIC 
 
Instructional Leadership 
1. Achievement Focus and Results Orientation 
 
Element 
Requires 
Action 
Progressing Accomplished Exemplary 
a. Holds self and 
others 
accountable 
for high 
academic 
achievement 
of all students. 
Sets low 
achievement 
expectations for 
students or does 
not focus on 
achievement for 
every student. 
May make 
excuses or 
rationalize low 
student 
performance.   
Articulates personal 
accountability for 
high academic 
achievement for 
most students, and 
communicates the 
same standard to 
teachers and staff. 
Focuses on attaining 
learning gains for 
most students.  
Demonstrates 
personal 
accountability for high 
academic 
achievement for all 
students, and holds 
teachers and staff to 
the same standard. 
Takes deliberate 
action to attain 
learning gains for 
every student.  
ACCOMPLISHED 
PLUS… 
Focuses relentlessly 
on student 
outcomes and 
successfully leads 
teachers and staff to 
achieve dramatic 
learning gains for 
every student.  
b. Communicates 
a clear, 
compelling 
vision of high 
academic 
achievement 
and inspires 
others to fulfill 
the vision by 
gaining buy-in 
and 
commitment. 
Adopts a vision 
that lacks focus 
on student 
achievement and 
makes limited 
attempts to 
implement the 
vision; makes 
decisions without 
considering 
alignment to the 
vision.  
Effectively 
communicates a 
vision of high 
academic 
achievement to 
stakeholders and 
provides a path for 
meeting the vision 
but may be 
unsuccessful in 
garnering buy-in, 
understanding, or 
commitment. May 
consider the vision 
when making 
decisions. 
Clearly and effectively 
communicates a 
vision of high 
academic 
achievement for all 
students and a path 
for reaching the vision 
to internal and 
external stakeholders, 
resulting in 
stakeholder 
understanding and 
buy-in.  
ACCOMPLISHED 
PLUS… 
Clearly links actions, 
decisions, roles and 
responsibilities to 
the school vision, 
working with 
teachers and staff to 
ensure that their 
work is similarly 
aligned.   
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c. Sets 
challenging 
goals. 
Demonstrates 
persistence 
and 
overcomes 
obstacles to 
achieve goals. 
Does not support 
teachers and 
staff in setting 
goals or teachers’ 
goals may be 
vague, lack rigor, 
or not align with 
challenges or 
needs. May give 
up in the face of 
adversity.  
Is sometimes 
successful at helping 
teachers and staff set 
challenging student 
outcome goals. 
Persists and 
overcomes 
anticipated obstacles, 
but may have 
difficulty managing 
unexpected 
adversity.  
Helps teachers and 
staff set, monitor, and 
achieve challenging 
goals based on 
student outcomes. 
Anticipates, adapts, 
and persists in the 
face of obstacles and 
responds in a positive, 
solutions-oriented 
manner. Models for 
teachers and staff 
how to overcome 
obstacles and be 
resourceful and 
innovative to increase 
student achievement.  
ACCOMPLISHED 
PLUS… 
Establishes a 
comprehensive 
system for rigorous 
school goal-setting 
and measurement 
that supports the 
attainment of 
challenging goals. 
Models for teachers 
and others to 
effectively anticipate 
and address 
obstacles and 
develops their 
capacity to do the 
same.   
d. Exhibits a 
commitment 
to equity and 
creates a 
collective 
sense of 
urgency to 
close 
achievement 
gaps and 
prepare all 
students for 
college and 
career 
success. 
May avoid 
conversations 
about student 
achievement 
gaps in their 
school. Is unable 
to generate a 
sense of urgency 
in others to close 
achievement 
gaps.   
Has some comfort 
engaging others in 
conversations about 
equity gaps, but may 
not initiate 
conversations or 
confront others’ 
preconceptions 
about race, culture, 
class, or other 
differences among 
students. 
Communicates the 
importance of closing 
achievement gaps, 
with mixed results in 
generating a sense of 
urgency among 
stakeholders.  
Effectively initiates, 
engages in, and 
models courageous 
conversations about 
equity gaps and 
implements strategies 
to eradicate inequities 
in their school. 
Generates a shared 
sense of urgency 
among teachers, staff 
and the community to 
close achievement 
gaps and prepare all 
students for college 
and careers.   
ACCOMPLISHED 
PLUS… 
Ensures that 
strategies 
implemented among 
teachers, staff and 
community 
successfully 
eradicate inequities 
in schools. Coaches 
teachers and staff to 
initiate and engage 
in courageous 
conversations about 
equity gaps, 
effectively close 
achievement gaps, 
and prepare all 
students for college 
and careers.  
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Instructional Leadership 
2. Instructional Expertise 
 
Element Requires Action Progressing Accomplished Exemplary 
a. Conducts 
high-quality 
classroom 
observations, 
identifies 
effective 
teaching 
practices, 
and 
understands 
pedagogy 
that results 
in improved 
student 
learning. 
Rarely conducts 
classroom 
observations or 
observations are 
not strategically 
focused. They are 
scheduled for 
compliance 
purposes. Does not 
accurately assess 
teacher 
performance. 
Occasionally 
conducts strategically 
focused classroom 
observations.  Most 
observations are 
scheduled based on 
timelines and 
requirements 
although some 
walkthroughs are 
completed 
throughout each 
week with limited 
feedback given.   
Accurately assesses 
teacher performance. 
Regularly conducts 
strategically focused 
classroom 
observations and 
walkthroughs that 
are based on the 
needs of teachers.  
Observation 
schedule allows for 
ongoing feedback 
and growth for 
teachers. 
Understands 
pedagogy and 
accurately assesses 
teacher 
performance. 
ACCOMPLISHED 
PLUS… 
Spends a significant 
amount of time 
conducting 
classroom 
observations and 
walkthroughs that 
are strategically 
planned to provide a 
system of support to 
every teacher.  Has 
an in-depth 
knowledge of 
pedagogy and 
strategies for 
improving 
instructional 
practices. 
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b. Uses data to 
differentiate 
and prioritize 
instructional 
supports and 
interventions 
and supports 
teachers in 
using data to 
differentiate 
instruction. 
Rarely supports 
staff’s use of data 
to guide grouping 
or re-teaching 
strategies. 
Inconsistently holds 
teachers 
accountable for 
analyzing student 
work and data and 
rarely attempts to 
ensure that 
instruction is 
differentiated 
based on student 
need or that 
students receive 
appropriate 
interventions. 
Attempts to develop 
staff ability to analyze 
data to identify 
content that students 
did not learn and 
guide grouping and 
re-teaching 
strategies. 
Inconsistently holds 
teachers accountable 
for analyzing student 
work and data. 
Provides limited 
differentiation in 
instruction and 
implements academic 
interventions for high 
need students. 
Supports and 
develops staff ability 
to analyze 
quantitative and 
qualitative  data to 
identify content that 
students did not 
learn and guide 
grouping and re-
teaching strategies. 
Holds teachers 
accountable for 
analyzing student 
work and data to 
determine 
appropriate 
differentiations and 
interventions; uses 
data to make 
updates to the 
intervention plan for 
students or sub 
groups not making 
progress. 
ACCOMPLISHED 
PLUS… 
Builds the capacity 
of staff to effectively 
and consistently use 
multiple sources of 
data to identify 
content that 
students did not 
learn and guide 
grouping and re-
teaching. Holds 
teachers 
accountable for 
analyzing student 
work and learning 
data and engages all 
staff in analyzing 
disaggregated 
student data to 
determine 
appropriate 
differentiations and 
interventions based 
on individual 
students’ learning 
needs.  Works with 
staff to make 
frequent updates to 
the intervention plan 
for students or sub 
groups not making 
progress. 
c. Ensures 
students 
master 
standards by 
aligning 
curriculum, 
instructional 
strategies, 
and 
assessments. 
Allows staff use of 
a curriculum that is 
not aligned to 
college readiness 
standards and 
supports staff use 
of misaligned 
lesson and units 
that are 
disconnected from 
year-end goals. 
Develops and 
supports the 
implementation of 
standards-based 
curriculum.  Attempts 
to align to Florida 
Standards to meet 
student learning 
needs and 
encourages teachers 
to analyze standards, 
curricula. And aligned 
assessments to 
develop and 
Engages the 
leadership team and 
other key staff in 
developing, adapting 
and implementing 
curriculum aligned to 
Florida Standards. 
Leads analysis of 
standards, curricula, 
and aligned 
assessments to 
develop and 
implement 
standards-based 
ACCOMPLISHED 
PLUS… 
Builds the capacity 
of staff to effectively 
develop, adapt, and 
implement rigorous 
curriculum aligned to 
the Florida 
Standards to 
effectively address 
all students learning 
needs. Analyzes 
standards, curricula 
and aligned 
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implement their own 
lesson and unit plans. 
lesson and unit plans 
linked to year-end 
goals. 
assessments to 
develop and 
implement 
standards-based 
lesson and unit plans 
linked to year-end 
goals.  
 
Human Capital Management 
3. Managing and Developing People 
 
Element Requires Action Progressing Accomplished Exemplary 
a. Provides clear 
expectations 
for staff 
performance 
and 
communicates 
success and 
needed 
improvements 
regularly. 
Does not identify 
or clearly 
communicate 
performance 
expectations to 
teachers and staff.   
Establishes basic 
performance 
expectations for 
teachers and staff, 
but does not 
consistently link 
expectations to 
student outcomes.  
Communicates 
expectations to 
teachers and staff 
and applies rules 
inconsistently.  Does 
some monitoring to 
track progress.  
Establishes and 
clearly explains 
performance 
expectations linked 
directly to student 
outcomes and 
include interim 
measures so that 
each individual 
understands 
whether s/he is on 
track to meet goals.   
ACCOMPLISHED 
PLUS… 
Helps teachers and 
staff internalize 
performance 
expectations, 
including the 
rationale behind 
them. Works with 
individuals to set 
specific 
development goals 
linked to each 
person’s strengths 
and growth areas 
and ensures that 
they are on track to 
meet them.  
b. Uses multiple 
methods to 
evaluate 
teacher and 
staff 
effectiveness 
and provides 
timely, 
targeted, and 
actionable 
feedback. 
Uses minimal 
evidence or relies 
on perception to 
assess teacher and 
staff effectiveness. 
Feedback to 
teachers and staff 
may not be timely, 
frequent, or 
actionable.   
Uses limited data 
sources or evidence 
to assess teacher and 
staff effectiveness. 
Provides specific and 
timely feedback to 
teachers and staff, 
but feedback may 
not include action 
steps or may not 
result in improved 
practice.  
Uses multiple data 
sources and 
evidence to assess 
teacher and staff 
effectiveness. 
Regularly 
incorporates specific 
data and examples 
to provide timely, 
targeted, and 
actionable feedback, 
resulting in 
improved practice.  
ACCOMPLISHED 
PLUS… 
Engages in regular 
dialogue with 
teachers and staff 
about their 
development. 
Consistently 
provides 
manageable 
feedback that 
supports learning 
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Element Requires Action Progressing Accomplished Exemplary 
and results in 
improved practice.  
c. Uses student 
and 
observation 
data and 
disaggregates 
school data to 
plan and 
target job-
embedded 
professional 
development 
and support 
for teachers. 
Rarely 
differentiates 
professional 
development or 
supports for 
teachers based on 
teacher-specific 
data trends, 
strengths or 
growth areas. May 
be disengaged 
from new teacher 
induction efforts.   
Considers teacher-
specific data trends, 
strengths, or growth 
areas in determining 
professional 
development. 
Supports for teachers 
but may not 
effectively 
differentiate 
coaching and 
supports. Informs 
new teacher 
induction.  
Regularly 
disaggregates data 
to identify teacher-
specific trends, 
strengths, and 
growth areas. Uses 
data to provide 
differentiated, job-
embedded 
professional 
development and 
determine the most 
impactful supports 
for each teacher. 
Actively supports 
effective induction 
for new teachers.  
ACCOMPLISHED 
PLUS… 
Leads teachers to 
review and 
disaggregate school, 
educator, and 
classroom-level 
data. Analyzes 
disaggregated data 
to identify 
performance trends 
among teachers and 
strategically plans 
development 
activities to leverage 
high-performing 
teachers in the 
development of 
others.   
d. Effectively 
identifies high 
and low 
performers, 
retains high 
performers, 
and develops 
or exits low 
performers. 
Does not 
effectively 
distinguish 
between high- and 
low-performing 
teachers. May fail 
to recognize high-
performers or 
support those who 
struggle. Avoids 
conflict, difficult 
conversations, or 
work required to 
exit persistently 
low-performing 
teachers. May 
transfer low-
performers 
elsewhere. 
Recognizes high-
performing teachers. 
Attempts to support 
struggling teachers 
but is inconsistent 
with implementation 
of assistance plans. 
Tries but does not 
effectively exit 
persistently low-
performing teachers.  
Recognizes, 
leverages, and 
retains high-
performing 
teachers. Proactively 
supports struggling 
teachers.  
Consistently and 
thoroughly 
implements 
assistance plans. 
Effectively 
advocates for the 
exit of persistently 
low-performing 
teachers.  
ACCOMPLISHED 
PLUS… 
Gives high-
performing teachers 
increasing 
responsibility and 
challenges. 
Effectively develops 
or exits all 
persistently low-
performing 
teachers.  
e. Distributes 
and develops 
staff 
leadership 
Rarely provides 
leadership 
opportunities and 
allows ineffective 
Provides leadership 
opportunities to 
teachers who express 
interest and 
Identifies effective 
teachers and 
provides them with 
leadership 
ACCOMPLISHED 
PLUS… 
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Element Requires Action Progressing Accomplished Exemplary 
and builds 
teacher teams 
able to 
advance 
teaching and 
learning. 
or misaligned staff 
to serve on the 
leadership team. 
Rarely supports the 
development of 
the leadership 
team. 
attempts to support 
their development in 
leading other adults.  
Defines the role of 
the leadership team 
and selects some 
members based on 
skill.  Attempts to 
support the 
development of the 
leadership team. 
opportunities. 
Supports the 
development of 
teacher leaders and 
leadership team 
members and 
establishes a 
leadership team 
made up of effective 
teachers with a 
range of skills sets. 
Develops the team 
to lead other 
teacher teams and 
support the 
improvement of 
instructional 
practice. 
Actively provides 
meaningful 
leadership 
opportunities to 
effective teachers. 
Mentors and 
supports teacher 
leaders and 
leadership team 
members in leading 
other adults. 
Communicates a 
clear leadership 
trajectory to those 
teachers with the 
most leadership 
potential. 
Establishes and 
builds the capacity 
of an effective 
leadership team 
with a relentless 
focus on student 
learning  
f. Exhibits 
effective 
recruitment, 
interview, and 
selection skills 
that lead to 
quality hiring 
decisions. 
 
Rarely anticipates 
teacher vacancies. 
Does not 
proactively identify 
or recruit high-
potential 
candidates. 
Inaccurately 
assesses candidate 
competencies. May 
allow personal 
relationships to 
influence staffing 
recommendations.  
Has a general sense 
of potential teacher 
vacancies, but may 
begin recruiting late 
in the year. 
Accurately assesses 
candidate 
competencies but 
may not consider 
school-specific needs 
in recommendations.  
Proactively 
anticipates potential 
teacher turnover 
and shares staffing 
needs with central 
office. Recruits and 
screens high-
potential candidates 
for each vacancy. 
Effectively assesses 
candidate 
competencies to 
hire candidates that 
match school needs.  
ACCOMPLISHED 
PLUS… 
Leverages teacher 
relationships to 
remain up-to-date 
on future plans and 
anticipate turnover. 
Builds networks to 
identify and recruit 
high-potential 
candidates. Grooms 
future school 
teachers from intern 
and substitute pools. 
Provides insightful 
feedback from 
selection process to 
inform school fit and 
early professional 
development.  
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Element Requires Action Progressing Accomplished Exemplary 
g. Effectively 
assigns 
teachers to 
classes and 
provides 
quality 
onboarding 
experiences 
for new 
teachers. 
Rarely assesses 
qualifications when 
placing teachers.  
Allows teachers to 
remain in specific 
grades and content 
areas regardless of 
their impact.  Does 
not take ownership 
of new teachers. 
Places teachers in 
grades and content 
areas based on 
qualifications.  
Supports new 
teachers through a 
school level induction 
process. 
Places teachers in 
grade level and 
content areas based 
on their 
qualifications and 
demonstrated 
effectiveness.  Has 
an ongoing process 
in place to onboard 
and support the 
development of new 
teachers.  
ACCPOMPLISHED 
PLUS… 
Strategically places 
teachers in grade 
level levels and 
content areas based 
on their skills, 
strengths, and 
qualifications. 
Assigns highly 
effective teachers to 
students most in 
need.  Capitalizes on 
the strengths of 
existing staff by 
teaming them with 
new teachers. 
 
Organizational/System Leadership 
4. Culture and Relationship Building 
 
Element Requires Action Progressing Accomplished Exemplary 
a. Establishes 
collaborative 
relationships 
with internal 
and external 
stakeholders 
to achieve 
objectives.   
Does not listen to or 
recognize 
stakeholder 
concerns that 
impact 
collaboration. May 
alienate or 
disengage 
stakeholders when 
working to achieve 
objectives.  
Listens to others in 
an attempt to 
understand their 
perspective. 
Empathizes with 
others’ point of 
view. Builds 
collaborative, 
respectful 
relationships but 
may not engage 
some stakeholders.  
Actively listens to 
others and seeks to 
understand and 
address their 
perspectives and 
needs. Treats others 
with dignity and 
respect. Builds and 
maintains strong, 
collaborative 
relationships with 
internal and external 
stakeholders to 
achieve objectives.  
ACCOMPLISHED 
PLUS… 
Creates a climate in 
which stakeholders 
treat one another 
with dignity and 
respect. Builds 
coalitions with 
stakeholders at all 
levels to achieve 
collaborative goals.  
 
b. Creates a 
positive and 
safe 
environment 
for teachers, 
students, 
Sends inconsistent 
messages about the 
school’s values and 
behavioral 
expectations and 
inconsistently 
Communicates the 
school’s values to 
staff and students 
and implements a 
code of conduct for 
students attempting 
Translates the 
school’s values into 
specific expectations 
for adults and 
students and 
ensures staff 
ACCOMPLISHED 
PLUS… 
Builds the capacity 
of staff and students 
to translate the 
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Element Requires Action Progressing Accomplished Exemplary 
families, and 
the 
community. 
applies positive and 
negative 
consequences.  
Provides 
inadequate support 
for students’ social 
and emotional 
development needs 
and fails to ensure 
that the school 
environment is safe. 
to fairly apply 
positive and 
negative 
consequences.  
Provides some 
support for student’s 
social and emotional 
development and 
supports meaningful 
connections 
between students 
and adults.  
Manages a school 
environment that is 
safe. 
explicitly teaches 
expectations to 
students.  
Implements systems 
to ensure the code 
of conduct and 
positive and 
negative 
consequences are 
consistently and 
fairly implemented.  
Works with the 
leadership team to 
support students’ 
social and emotional 
development and 
respects and values 
each student in the 
school. Fosters 
strong connections 
among students and 
adults.  Ensures that 
the school 
environment is safe 
and secure. 
school’s values into 
specific expectations 
for adults and 
students.  Tracks 
discipline data to 
ensure equitable 
application of 
positive and 
negative 
consequences and 
that consequences 
support students in 
changing behaviors.  
Builds the capacity 
of staff to support 
and enhance 
students’ social and 
emotional 
development and 
ensures that each 
student is valued 
through systems 
that foster and 
facilitate strong 
connections with 
other students and 
adults.  Continuously 
assesses systems to 
ensure the school 
environment is safe 
and secure.  
c. Resolves 
conflict in a 
direct but 
constructive 
manner, 
seeking "win-
win" 
solutions. 
Does not resolve 
conflict or does so 
in an indirect, 
abrasive, or 
destructive manner. 
Avoids difficult 
conversations.  
Anticipates 
challenges but does 
not manage conflict 
to effective 
resolution or vice 
versa. Is willing to 
have difficult 
conversations but is 
not always 
successful. 
Sometimes operates 
in a negative and 
reactive mode when 
dealing with conflict. 
Anticipates and 
effectively manages 
conflict through 
consistent dialogue 
with stakeholders. 
Proactively resolves 
disagreements and 
identifies “win-win” 
solutions. Exhibits 
willingness, courage, 
and skill to have 
effective difficult 
conversations. 
Models for teachers 
to directly resolve 
ACCOMPLISHED 
PLUS… 
Helps stakeholders 
understand shared 
goals and other 
perspectives. 
Engages 
stakeholders in 
problem resolution. 
Develops others to 
identify “win-win” 
solutions and have 
effective difficult 
conversations.  
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Element Requires Action Progressing Accomplished Exemplary 
conflict wherever 
possible. 
d. Embraces 
diverse 
viewpoints 
and solicits 
stakeholder 
input in 
decision-
making. 
Does not consider 
diverse perspectives 
or may have 
difficulty leveraging 
differing points of 
view to improve 
decision-making. 
May be dictatorial 
or overly 
conciliatory.  
Considers other 
perspectives. May 
seek stakeholder 
input but moves 
ahead with own 
decisions or 
becomes paralyzed 
by trying to reach 
consensus or 
appease others.  
Seeks and considers 
diverse perspectives. 
Actively solicits 
stakeholder input in 
order to make 
informed decisions 
that are in the best 
interest of students.  
ACCOMPLISHED 
PLUS… 
Creates a culture 
that respects diverse 
viewpoints in which 
teachers and staff 
routinely seek 
stakeholder input to 
make informed 
decisions. Is willing 
to make unpopular 
decisions in the best 
interest of students.  
e. Communicates 
effectively 
with all 
stakeholders. 
Does not 
proactively 
communicate with 
stakeholders. Does 
not articulate a 
clear point of view 
or attempt to tailor 
messages. May 
communicate 
conflicting 
messages to 
stakeholders. May 
lack 
professionalism.  
Communicates with 
some stakeholders. 
Communication may 
not be clear, concise, 
or tailored to various 
stakeholders. 
Maintains a 
professional 
demeanor but may 
lack poise or 
confidence under 
pressure.  
Communicates 
regularly and 
effectively with all 
stakeholders.  
Articulates a clear 
point of view in a 
coherent, concise, 
and compelling 
manner. Tailors 
message for each 
audience, context, 
and mode of 
communication. 
Exhibits poise and 
professionalism, 
even when under 
pressure. 
ACCOMPLISHED 
PLUS… 
Creates proactive 
communication 
channels for all 
stakeholders and 
guides teachers and 
staff to do the same. 
Coaches others to 
tailor 
communication and 
maintain poise and 
professionalism, 
even when under 
pressure.  
f. Motivates, 
inspires, and 
moves other 
adults to feel 
ownership 
and take 
action. 
May disempower 
others or cause 
others to disengage. 
Lacks leadership or 
strategies to move 
adults to action.  
Attempts to engage 
others and build 
ownership for 
outcomes, but is 
only sometimes 
successful. Sets an 
optimistic tone with 
stakeholders but 
may not successfully 
move other adults to 
Engages others and 
builds ownership for 
outcomes. 
Motivates, inspires, 
and moves other 
adults to take action 
to achieve ambitious 
goals.  
ACCOMPLISHED 
PLUS… 
Shares leadership 
appropriately. 
Develops teacher 
capacity to motivate, 
inspire, and move 
other adults to take 
action to achieve 
ambitious goals.  
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Element Requires Action Progressing Accomplished Exemplary 
take action to 
achieve goals.  
g. Regularly 
reflects, 
accurately 
assesses own 
strengths and 
growth areas, 
seeks 
feedback, and 
professional 
development 
to improve. 
Does not reflect. 
Inaccurately 
assesses own 
strengths or growth 
areas. 
Demonstrates 
limited awareness 
of impact on or 
perception by 
others. May 
become defensive 
when receiving 
feedback. Only 
takes limited action 
to grow.  
Sometimes reflects 
and identifies some 
strengths and 
growth areas. 
Demonstrates some 
awareness of impact 
on and perception 
by others. 
Sometimes solicits 
performance 
feedback. Pursues 
development 
opportunities, but 
may not prioritize 
opportunities 
aligned with growth 
areas.  
Regularly reflects on 
and accurately 
assesses own 
strengths and 
substantive growth 
areas. Demonstrates 
awareness of impact 
on and perception 
by others. Regularly 
solicits and 
incorporates 
performance 
feedback. Pursues 
development 
opportunities to 
improve in growth 
areas.  
ACCOMPLISHED 
PLUS… 
Proactively solicits 
“360-degree” 
feedback from 
others and uses 
information to 
prioritize own 
development goals. 
Adapts 
communications and 
actions to improve 
impact on and 
perception by 
others. 
Demonstrates 
continual 
improvement.  
 
Organizational/System Leadership 
5. Problem-Solving and Strategic Change Management 
 
Element Requires Action Progressing Accomplished Exemplary 
a. Collects, 
analyzes, and 
uses multiple 
forms of data 
to make 
decisions. 
Uses data 
inconsistently or 
has difficulty 
understanding or 
using data to inform 
decision-making.  
Collects and 
analyzes different 
forms of data. May 
have difficulty 
identifying the most 
salient data to 
inform decision-
making. Some 
decisions may not 
align with or support 
findings.  
Collects, analyzes, 
and draws 
meaningful 
conclusions from 
multiple sources  of 
quantitative and 
qualitative data 
(e.g., teacher, 
classroom, and 
student-level data) 
to inform short- and 
long-term decision-
making.  
ACCOMPLISHED 
PLUS… 
Engages school 
leaders in creating 
systems to collect 
and monitor data 
and make mid-
course corrections 
when necessary. 
Shares data findings 
with stakeholders.  
b. Identifies 
problems, 
analyzes root 
Does not accurately 
identify problems or 
prioritize the most 
Identifies problems 
and attempts to 
diagnose root causes 
Effectively identifies 
problems. Analyzes 
complex issues to 
ACCOMPLISHED 
PLUS… 
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causes, and 
develops 
effective 
strategies to 
resolve issues. 
critical issues to 
increase student 
achievement. 
Strategies may not 
address critical 
issues.  
with varying success. 
Occasionally 
prioritizes the most 
critical issues. 
Develops partially 
effective strategies 
or strategies that 
address only part of 
the issue.  
accurately diagnose 
root causes. 
Prioritizes the most 
critical issues, and 
develops effective 
strategies to resolve 
those issues.  
Anticipates 
problems before 
they occur. Regularly 
leads stakeholders in 
a process to 
understand root 
causes of issues and 
help develop 
effective strategies 
to resolve them.  
c. Develops and 
implements 
effective 
action plans, 
anticipates 
risks to 
achieving 
goals, and 
adapts to 
changing 
circumstances. 
Develops action 
plans that do not 
address identified 
issues. Has difficulty 
anticipating risks, 
and may become 
surprised or 
frustrated when 
things do not go 
according to plan. 
Rarely monitors 
implementation.  
Develops action 
plans to address 
identified issues, but 
may focus solely on 
the big picture or get 
stuck in the details 
and lose sight of the 
goal. Sometimes 
anticipates and 
prepares for 
potential risks and 
challenges. Monitors 
progress.  
Develops and 
implements clear 
action plans that 
address weekly and 
monthly milestones 
to address identified 
issues, 
demonstrating the 
ability to balance the 
big picture with 
detailed steps to 
reach the end goal. 
Anticipates and 
prepares for 
potential risks and 
challenges.  
Monitors progress 
and makes mid-
course corrections, 
when needed, to 
ensure success.    
ACCOMPLISHED 
PLUS… 
Reflects on past 
practice and 
incorporates lessons 
learned in future 
action plans. 
Engages 
stakeholders to 
develop and 
implement action 
plans.  
d. Proactively 
plans and 
creates 
systems to 
accomplish 
school-wide 
goals. 
Does not 
proactively plan or 
create systems to 
achieve school-wide 
goals.  
Demonstrates some 
planning and 
organization. 
Creates systems that 
support school-wide 
goals.  
Consistently 
demonstrates 
organization. 
Proactively plans 
and creates systems 
to achieve school-
wide goals and 
sustainable 
solutions. 
Implements year-
long planning, 
consistent day-to-
day schedules and 
effectively manages 
professional time. 
ACCOMPLISHED 
PLUS… 
Models 
organizational skills 
and develops others 
organizational skills 
and ability to use 
systems thinking. 
Adapts systems to 
enable sustainable 
solutions over time.  
148 
 
 
e. Builds buy-in 
from diverse 
stakeholders 
and, 
overcomes 
resistance to 
advance 
school 
improvement. 
Does not recognize 
the impact of 
change on others or 
attempt to manage 
resistance. 
Attempts to lead 
change by directing 
others and is unable 
to build stakeholder 
buy-in.  
Sometimes 
recognizes the 
impact of change on 
others and works to 
manage resistance. 
Communicates the 
need for change to 
diverse 
stakeholders. 
Creates some short-
term wins.  
Recognizes the 
impact of change on 
others, and 
proactively 
anticipates and 
manages resistance.  
Helps others 
understand the need 
for change, and 
builds buy-in from 
diverse 
stakeholders. 
Creates short-term 
wins to build 
momentum and 
sustainability for 
longer-term change.  
ACCOMPLISHED 
PLUS… 
Expertly manages 
change. Converts 
resistance to 
support by engaging 
concerned 
stakeholders and/or 
leveraging 
supporters to 
influence others.  
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APPENDIX C 
 
HCPS TELL TEACHER PERCEPTION INVENTORY 
 
Factor 
Averages  
Overall Composite 
Time Composite RA 
Facilities & Resources Composite 
Community Support & Involvement Composite 
Teacher Leadership Composite 
Managing Student Conduct Composite 
School Leadership Composite 
Professional Development Composite 
Instructional Practices & Support Composite 
 Time  
Class sizes are reasonable such that teachers have the time available to meet the 
needs of all students. 
Teachers have time available to collaborate with colleagues. 
Teachers are allowed to focus on educating students with minimal interruptions. 
The non-instructional time provided for teachers in my school is sufficient. 
Efforts are made to minimize the amount of routine paperwork teachers are 
required to do. 
Teachers have sufficient instructional time to meet the needs of all students. 
Teachers are protected from duties that interfere with their essential role of 
educating students. 
 Facilties & 
Resources  
Teachers have sufficient access to appropriate instructional materials. 
Teachers have sufficient access to instructional technology, including 
computers, printers, software, and Internet access. 
Teachers have access to reliable communication technology, including phones, 
faxes, and email. 
Teachers have sufficient access to office equipment and supplies such as copy 
machines, paper, pens, etc. 
Teachers have sufficient access to a broad range of professional personnel. 
The school environment is clean and well maintained. 
Teachers have adequate space to work productively. 
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The physical environment of classrooms in this school supports teaching and 
learning. 
The reliability and speed of Internet connections in this school are sufficient to 
support instructional practices. 
 Community 
Support & 
Involvement  
Parents/guardians are influential decision makers in this school. 
This school maintains clear, two-way communication with the community. 
This school does a good job of encouraging parent/guardian involvement. 
Teachers provide parents/guardians with useful information about student 
learning. 
Parents/guardians know what is going on in this school. 
Parents/guardians support teachers, contributing to their success with students. 
Community members support teachers, contributing to their success with 
students. 
The community we serve is supportive of this school. 
 Managing 
Student 
Conduct  
Students at this school understand expectations for their conduct. 
Students at this school follow rules of conduct. 
Policies and procedures about student conduct are clearly understood by the 
faculty. 
School administrators consistently enforce rules for student conduct. 
School administrators support teachers' efforts to maintain discipline in the 
classroom. 
Teachers consistently enforce rules for student conduct. 
The faculty work in a school environment that is safe. 
 Teacher 
Leadership  
Teachers are recognized as educational experts. 
Teachers are trusted to make sound professional decisions about instruction. 
Teachers are relied upon to make decisions about educational issues. 
Teachers are encouraged to participate in school leadership roles. 
The faculty has an effective process for making group decisions to solve 
problems. 
In this school we take steps to solve problems. 
Teachers are effective leaders in this school. 
Teachers have an appropriate level of influence on decision making in this 
school. 
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 School 
Leadership  
The faculty and leadership have a shared vision. 
There is an atmosphere of trust and mutual respect in this school. 
Teachers feel comfortable raising issues and concerns that are important to 
them. 
The school leadership consistently supports teachers. 
Teachers are held to high professional standards for delivering instruction. 
The school leadership facilitates using data to improve student learning. 
Teacher performance is assessed objectively. 
Teachers receive feedback that can help them improve teaching. 
The procedures for teacher evaluation are consistent. 
The school improvement team provides effective leadership at this school. 
The faculty are recognized for accomplishments. 
The procedures for teacher evaluation are fair. 
School administrators are visible to students and faculty throughout the school 
day. 
Leadership issues 
Facilities and resources 
The use of time in my school 
Professional development 
Teacher leadership 
Community support and involvement 
Managing student conduct 
Instructional practices and support 
New teacher support 
 Professional 
Development  
Sufficient resources are available for professional development in my school. 
An appropriate amount of time is provided for professional development. 
Professional development offerings are data driven. 
Professional learning opportunities are aligned with the school’s improvement 
plan. 
Professional development is differentiated to meet the needs of individual 
teachers. 
Professional development deepens teachers' content knowledge. 
Teachers are encouraged to reflect on their own practice. 
In this school, follow up is provided from professional development. 
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Professional development provides ongoing opportunities for teachers to work 
with colleagues to refine teaching practices. 
Professional development is evaluated and results are communicated to 
teachers. 
Professional development enhances teachers' ability to implement instructional 
strategies that meet diverse student learning needs. 
Professional development enhances teachers' abilities to improve student 
learning. 
 Instructional 
Practices & 
Support  
Teachers use assessment data to inform their instruction. 
Teachers work in professional learning communities to develop and align 
instructional practices. 
Provided supports (i.e., instructional coaching, professional learning 
communities, etc.) translate to improvements in instructional practices by 
teachers. 
Teachers are encouraged to try new things to improve instruction. 
Teachers are assigned classes that maximize their likelihood of success with 
students. 
Teachers have autonomy to make decisions about instructional delivery (i.e., 
pacing, materials, and pedagogy). 
State assessment data are available in time to impact instructional practices. 
Local assessment data are available in time to impact instructional practices. 
Teachers believe almost every student has the potential to do well on 
assignments. 
Teachers believe what is taught will make a difference in students’ lives. 
Teachers require students to work hard. 
Teachers collaborate to achieve consistency on how student work is assessed. 
Teachers know what students learn in each of their classes. 
Teachers have knowledge of the content covered and instructional methods used 
by other teachers at this school. 
 
 Overall  
Overall, my school is a good place to work and learn. 
In this school, we use the results of the 2017 TELL HCPS survey for school 
improvement planning. 
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